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ABSTRACT

This case study focuses on a midwestem, suburban high school’s staff
development program implemented as part of their school improvement process. The
study investigated the perceived effect the design and implementation of a cross
curricular writing initiative had on the teachers and the students. The training
concentrated on the school’s writing goal that states all students will increase their
ability to think and communicate with clarity and precision across the curriculum and in
a variety of settings. The study attempts to add to the change literature by
implementing staff development in the classroom in order to affect student learning.
Teachers participated in numerous staff development activities; they were
trained to utilize writing strategies to assist them in teaching writing to students in their
classrooms. The study details the two-year staff development process, including
descriptions of the design of the training sessions. Qualitative data was collected after
each staff development session and interviews with both teachers and the students were
conducted. Analysis of “exit slips” and interviews revealed these themes: design of
training sessions, implementation in the classroom, and teacher and student perception
of the writing initiative. The findings of the study describe how the design of the
training sessions affected implementation in the classroom and how teacher and student
confidence changed after the writing initiative.
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CHAPTER 1
INTRODUCTION TO THE STUDY

This case study describes the design and implementation of a high school staff
development initiative. The study intends to provide research to the topic of staff
development by describing methods that led to teacher implementation of new learning
in the classroom. Discovering effective methods for providing continuous support of
staff development initiatives is the problem addressed by this dissertation. Supported
by diffusion of innovation theory, this study describes the events of the staff
development training. It also reports the perceptions of teachers and students regarding
the effect the initiative had on implementation in the classroom. The study provides
additional staff development design strategies to implement a cross-curricular change in
student writing.
Staff development is an essential element in assisting teachers with continuous
improvement of their instruction in the classroom. Guskey (2000) stated, “Like
practitioners in other professional fields, educators must keep abreast of emerging
knowledge and must be prepared to use it to continually refine their conceptual and
craft skills” (p.3). Teachers need to learn new methods or renew prior knowledge as a
means to improve student achievement in the classroom. Guskey (2000) believes that
in order to improve the effectiveness of staff development, teachers must become part
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of the process and understand the direct relationship between the training and the
classroom implementation. Unfortunately, many staff development initiatives are
viewed by teachers as too disconnected from the classroom; therefore, they may not
place much value on the change and do little to alter their classroom practice. Hence,
the challenge becomes designing staff development strategies that enhance the limited
time available for training as well as determining if the staff development instruction is
transferred into the classroom (Bradshaw, 2002).
Madeline Hunter (1990) believes one criterion of a profession is that the
members are constantly searching for ways to provide better service to their clients. In
education, the clients are the students in the classrooms. Teachers must continuously
improve their teaching practice by furthering their education and actively participating
in staff development initiatives. Although many teachers may understand the need to
change and improve what they are doing in their classrooms, often schools offer staff
development only a few times a year and rarely do they provide any further support to
implement the new strategies into the classroom. In some situations, staff development
may offer interesting theories but no practical methods to translate this knowledge into
classroom practice (Bradshaw, 2002; Joyce & Showers, 1995).
Many schools hire consultants from outside the district who return to their
companies the day after training and become unavailable for daily questions. This
creates a system where educators may try implementing a new strategy in their
classrooms, but then receive little or no feedback on implementation. Ball (1996)
reports, “The most effective professional development model is thought to involve
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follow-up activities; usually in the form of long-term support, coaching in teachers’
classrooms, or ongoing interactions with colleagues” (pp. 501-502). According to
Sparks and Hirsh (1999), successful staff development programs are not single events
that are separate from a teacher’s day-to-day responsibilities but, instead, are integrated
into an educator’s everyday life. Teachers need continual support, and they need to
understand the purpose of a staff development initiative in order to endorse it.
Staff development programs are developed as a means of supporting school
improvement initiatives. Improving student learning is the core concept of school
improvement and is essential in a school becoming accredited. The school in this study
used the framework established by the North Central Association Commission on
Accreditation and School Improvement (NCA CASI) to guide their school improvement
plans. Many schools are members of NCA CASI and use the NCA CASI process as a
framework to guide school improvement. The NCA CASI “is a nongovernmental,
voluntary organization that accredits more than 9,000 public and private schools in 19
states, the Navajo Nation, and the Department of Defense Dependents’ Schools
worldwide”(North Central Association, 2006). NCA CASI has been around for over
100 years. To earn NCA CASI accreditation, schools must demonstrate the following:
1. Meet NCA CASI’s quality standard and criteria. The standard and criteria
require a broad and rigorous curriculum, highly qualified staff, appropriate
pupil-teacher ratios, safe and secure facilities, and other components
n ecessary to p rovide a q uality education.

2. Implement a school improvement plan focused on increasing student
performance.
3. Host at least two peer review/evaluation visits during the school
improvement cycle.
4. Document the results of their school improvement efforts. (North Central
Association, 2004)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

4

Becoming accredited is an arduous and time-consuming task where success ultimately
rests on demonstrating improvement in student learning. In fact, a school may not
become accredited unless it demonstrates improved student learning during the
implementation process. There are many reasons that accreditation is important, but the
most essential element is that it illustrates a mark of excellence for the school. “NCA
CASI accreditation assures the public that the school is meeting high quality standards
and implementing a school improvement plan focused on increasing student
performance” (North Central Association, 2004). This case study focused on a
suburban, midwestem high school as it progressed through two years of the NCA CASI
accreditation process.
The study analyzed data provided by the faculty at the end of each training
session as a means to determine the teachers’ attitudes about each individual session. In
addition, teachers and students were interviewed at the end of the implementation
process to determine their perceptions of the effect of the writing initiative. These data
as well as numerical data from surveys and test scores were used to determine the
findings of the study.

Background of the Problem

T h is stu d y w a s undertaken b ased on m y interest as an educator to im prove

learning in the classroom. Designing training that teachers view as beneficial to their
classrooms and illustrating a need to implement the new learning within their lessons is
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the first step in the process of improving student learning. This study provides research
on staff development as part of the school improvement process.
There is an intricate relationship between school improvement and staff
development. David Hopkins (1990) stated, “School improvement is regarded as the
search for practices, processes, and characteristics that define effective schools” (p. 44).
According to that definition, school improvement focuses on internal conditions such as
accepted daily practices of a school that impact student learning. The ultimate goal is to
discover conditions of schools that lead to higher student achievement. Once those
conditions are discovered and goals are established, the concept of teacher as learner
becomes the central focus (Fullan, Bennett, & Rolheiser-Bennett, 1989). Staff
development plays an integral part in this process.
Generally, staff development is seen by educators as something they must
endure rather than something from which they can learn and benefit. According to
Guskey (2000), “Traditionally, educators have had a fairly narrow view of professional
development... .Many teachers and school administrators regard professional
development as special events that are restricted to 3 or 4 days during the school year”
(p. 14). Frequently, the school offers little or no follow-up instruction on staff
development activities, and often educators do not see how the training is directly
applicable to their classrooms.
In order to change the current practices of a school, staff development needs to
become meaningful to all faculty members. Teachers are overwhelmed with the
amount of work required within their teaching disciplines as well as other initiatives the
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school is working toward. Teachers may become cynical of new initiatives because
they may not feel that the initiative is important to their content area. Therefore, staff
development must be a purposeful and intentional process to bring change and
improvement to current practices (Guskey, 2000). In order for teachers to internalize
any new innovation, school improvement and staff development need to be an ongoing,
focused, systemic process. It cannot be something that occurs only a few times a year if
it is to be effective. It must be a process that is integrated over an extended period of
time with the proper support and follow-up (Bradshaw, 2002; Joyce & Showers, 1995;
Shaha, Lewis, O’Donnell, & Brown, 2004; Spencer & Logan, 2003).
Viewing staff development systemically, it cannot be seen only in terms of
individual improvement, but must also be viewed as a means for an organization to
renew itself. Unless individual learning and organizational changes are addressed
simultaneously and support one another, the gains made in one area may be canceled by
continuing problems in the other (Sparks & Hirsh, 1999). Therefore, staff development
and school improvement must function together to be effective, but an organization also
needs to meet the needs of the staff as the innovation begins to change their daily lives.
Staff development initiatives are designed to change school culture and attitudes
so that educators become better equipped to help all students reach high levels (Sparks
& Hirsh, 1999). More specifically, “staff development programs are a systematic
attempt to bring about change; change in the classroom practices of teachers, change in
their beliefs and attitudes, and change in the learning outcomes of students” (Guskey,
1986, p.5). The training design needs to engage the teachers and demonstrate the
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importance of making change. In addition, trainers need to be aware of the effect that
the individual beliefs of the teachers may have on the implementation of the innovation.
Change is a gradual process, and it can be difficult for people to accept, especially if
they do not see the value in it. Rogers’s theory helps explain the change process;
therefore, I used diffusion of innovation theory to underpin this study.
Drawing from aspects of change theory, Rogers’s (2003) diffusion of innovation
theory posits that the method by which a new idea is communicated among members of
a social system influences the chances of its adoption. Therefore, leaders of staff
development need to consider the culture of a school and the values and biases that
teachers bring into their practice when planning a change. Schools are effective at
creating an environment for learning, but change agents must discover methods to assist
teachers as they progress through the change process and understand that adoption of an
innovation takes place at a different rate for each teacher. The case school utilized staff
development training sessions to expose teachers to the writing initiative and used
collaborative groups throughout the nine training sessions to diffuse the innovation of
writing through the entire faculty.
Rogers’s (2003) innovation-decision process understands that an individual’s
decision about an innovation is not an instantaneous act. According to Rogers, “The
innovation-decision process consists of a series of choices and actions over time
through which an individual or a system evaluates a new idea and decides whether or
not to incorporate the innovation into ongoing practice” (p. 168). Teachers in this case
began this process when they were presented with the writing initiative during staff
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development sessions. They then worked through Rogers’s innovation-decision process
at different rates throughout the training days. Rogers’s diffusion of innovation theory
and his innovation-decision process provide the underpinnings for this study and are
presented in more detail in Chapter 2.

Statement of the Problem

Many efforts at teacher training and school improvement have occurred and
have been investigated from multiple perspectives. Numerous staff development
initiatives offer limited training and follow-up support, and therefore yield a modest
effect on student learning. The design of staff development plays a critical role in the
teacher’s implementation o f the innovation. “Staff development is the means by which
educators acquire or enhance the knowledge, skills, attitudes, and beliefs necessary to
create high levels of learning for all students” (National Staff Development Council
[NSDC], 2001). As a result of staff development, the expectation is that new
knowledge will be implemented into the classroom where it may affect student learning.
Although most schools participate in staff development training, there exists a gap in
the literature between training and implementation. Therefore, the research problem for
this study is that although there is a great deal of literature about staff development and
methods to promote change, the research has not shown how to effectively implement
change in a school.
This problem is significant because most schools participate in staff
development, and adding to the research on strategies that assist teachers with the
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successful and meaningful implementation of a new innovation learned during training
is important. This study adds to the research on staff development design strategies and
provides strategies that enhance implementation in the classroom. One aspect that has
received less attention is the perceptions of teachers and students regarding the impact
of these efforts. This study describes teachers’ and students’ perceptions of the design
of staff development and the classroom implementation of a cross-curricular, schoolwide writing program in a high school.

Purpose of the Study

Research in its broadest sense produces knowledge about the world (Merriam,
2001). In this case study, the research applies to the world of education. This
information could be meaningful to curriculum directors, school improvement teams,
and teachers in the area of staff development. The purpose of this qualitative case study
is to describe the design o f staff development and teachers’ and students’ perceptions of
its use and effects during the implementation of a writing initiative as a means to inform
the research on staff development. The study considers student writing in a
midwestem, suburban high school.
This study focuses on the design of staff development as well as teachers’
knowledge and attitudes about instructing writing. Further, it discusses teachers’
perceptions of how the training assisted them in the implementation of writing activities
in their classrooms and how frequently these activities were utilized. The study also
describes the writing techniques that were most often utilized by teachers and students.
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The research focuses on the design of the training with the teachers and their perception
of the impact the implementation had on the writing skills of the students. This study
also discusses students’ perceptions of how the initiative impacted their writing. The
following research questions provide guidance for the study.

Research Questions

1. How was staff development designed and carried out for implementing a writing
initiative during the school years from 2003 to 2006?
Corollary research questions include:
1a. According to teacher perception, to what extent was the training
helpful in implementing writing strategies within their curriculum?
lb. Through time, how does the design of staff development change
teachers’ attitudes about teaching writing in the classroom?
2. What changes are perceived by teachers and students in teacher behaviors
concerning classroom practice?
Corollary research questions include:
2a. According to teacher perception, how does the design of staff
development increase teachers’ knowledge and confidence in instructing
writing within their curriculum?
2b. What is the reported frequency of use of different writing strategies
in classrooms across the curriculum?
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2c. What are teachers’ and students’ perceptions about the writing
strategies implemented in the classroom?

Significance of the Study

More research is needed about effective staff development procedures that lead
to implementation in the classroom. This case study describes situations where training
best operates and informs the field of staff development. This section describes both
the significance to the field of staff development and the significance to the field of
instructional technology.

Significance to Staff Development

One of the most difficult issues in staff development is finding a method that
promotes change in teacher behavior and implementation of new learning into the
classroom. This study purports to describe how the design of staff development and the
training and implementation of a cross-curricular writing program affects both teachers
and students. The study describes one high school’s experience with methods of
designing and implementing a staff development initiative that adds to the research base
and provides a resource for other schools.
In addition, the study is underpinned by Rogers’s diffusion of innovation theory
as a means to move teachers through the change process. The design of the sessions
can be traced following Rogers’s four elements of diffusion, and this study describes
teachers’ progress through the innovation-decision process. The design of the training
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sessions was altered during the second year of the initiative based on teacher feedback.
Therefore, teacher empowerment in the process enhanced the training sessions by
utilizing teachers’ needs and perspectives to design each session, which allowed
teachers to contribute to the change initiative. The findings of this study support the
research on diffusion of innovation.
Further, improving student writing is a goal for many high schools, and this case
study provides high schools a model of how one school designed a staff development
program aimed at training teachers how to teach and assess writing across the
curriculum. The study also provides data on teachers’ perceptions of the effect of this
particular staff development initiative. In addition, it provides data on teacher practice
and the impact it has on student learning.
The study contributes to the overall knowledge base of staff development by
filling in some gaps in the literature. Research indicates that implementing techniques
learned during staff development is only effective if there is on-going support and if the
people involved are committed to the innovation. This study adds to the existing
research on designing staff development sessions and providing follow-up support.

Significance to the Field of Instructional Technology

This study relates to the field of instructional technology because the design of
staff development and the teacher implementation process evolves from the field of
instructional technology’s interest in using effective training to improve learning. The
field of instructional technology is defined as “the theory and practice of design,
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development, utilization, management, and evaluation of processes and resources for
learning” (Seels & Richey, 1994, p.5). This definition was adopted by the Association
for Educational Communications and Technology (AECT) in 1994 and attempts to
create a framework and consistency in the field of instructional technology. Within the
definition, AECT lists five domains that shape the definition and provide parameters for
the field. This study directly correlates with the design domain, which is defined as
“the process of specifying conditions for learning” (Seels & Richey, 1994, p.30). This
domain describes planning and instruction on both a macro level, such as staff
development, and a micro level, such as classroom teaching. This study also applies the
utilization domain, which is defined as “the act of using processes and resources for
learning” (Seels & Richey, 1994, p.46). The utilization domain has also been referred
to as the implementation phase. In this domain, the goal is to institutionalize any new
products for learning by using the materials in context and diffusing the innovation to
help facilitate its adoption. These domains are studied by determining how the design
of the training helped teachers implement new writing techniques in the classroom.
This study describes how a high school progressed through a school-wide staff
development program and provides details on the effect of teachers implementing new
teaching techniques into their classrooms. Implementation of research-based
innovations in the classroom is another aspect of instructional technology.
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Research Setting

This study focuses on the high school’s cognitive improvement goal of
improving student writing as a means to meet NCA CASI accreditation requirements.
The school’s goal states that all students will increase their ability to think and
communicate with clarity and precision across the curriculum and in a variety of
settings. During the second year of the five-year NCA CASI process, the school’s
faculty chose to focus on writing as the cognitive NCA CASI goal. Therefore, drafts of
the goal were carefully crafted in subcommittees and then presented to the faculty for
approval. The staff expressed initial concerns about implementing a school-wide,
cross-curricular writing initiative but ultimately believed in the value of the goal and
approved it.
The training was delivered during nine staff in-service days over a two-year
period. The summer before the first year of the implementation process, a
subcommittee, called the Cognitive Committee, was formed to plan the training. The
team focused on training the teachers on the basics of learning and teaching writing.
Staff development design strategies and writing strategies were created by the members
of the committee and are detailed in Chapter 4. During the second year of
implementation, the design team focused on assisting the teachers with new methods of
im p lem en tin g w ritin g strategies w ith in their d iscip lin es. D ata w ere co llected from

teachers after every training session and analyzed to determine future staff training
needs, as part of an on-going assessment. During the study, data included staff

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

15
feedback during the process, staff and student reflection after the process, and student
writing assessment scores during the same time span.
The high school is located in an affluent town in the Midwest and has an
enrollment of approximately 2,100 students. The school was opened in the fall of 2000
and housed only freshman and sophomores during the first year of existence but has
included seniors for the last four years. The teaching faculty is relatively young or new
to the profession and consists of largely nontenured teachers. In this district, a teacher
must successfully complete four years of teaching within the district in order to earn
tenure. The teachers in the building are usually open to attempting new initiatives if
they feel the initiatives are beneficial to students. At the time of this study, many
teachers across the disciplines already utilized some form of writing in their classrooms.
Therefore, the training team decided that the training would focus on improving
teachers’ ability to teach, assess, and provide students with feedback on writing.

Researcher Background and Beliefs

Since the researcher is the primary instrument in qualitative studies, I need to
reveal some o f my beliefs and provide some personal background information to help
lend validity to the research. I have been in education for twelve years, exclusively
working with grades nine through twelve at the high school level. I have been an
English teacher for a total of eight years and served as a dean of students during my
fifth through tenth years. I earned a master’s degree in Educational Administration in
the summer of 2001, but I actually became an administrator during the spring of 2001
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during my sixth year of teaching. I recently resigned my position as a dean of students
and returned to the classroom as an English teacher.
I have always been involved in school improvement initiatives and have served
in various roles on school improvement teams throughout my tenure in education. In
2003,1 was asked by the school’s principal to serve as a co-chair for our NCA CASI
cognitive goal. The task has been challenging not only to determine the school’s goal
but also to develop effective staff development strategies to help teachers implement
this new initiative in their classrooms. As a co-chair, I assisted in facilitating a
committee that was responsible for designing and implementing training during staff
development days. In this role, I was also able to collect feedback from staff on the
training and their perception of the effect of its implementation in the classroom. The
NCA CASI Cognitive Committee then used this feedback to design future training
sessions to meet the staffs needs. My role as a facilitator and designer o f the training
session could have affected how open and honest my interview participants’ responses
were because they may have felt uncomfortable providing negative responses to me. I
believe that their responses were open and honest throughout the process. Further, my
closeness to the study and my beliefs about staff development may influence my
perception of the initiative, which may also have influenced my coding process. Once
again, following the methodology of case studies, I attempted to view all the data
objectively.
I am a strong believer in the importance of staff development as long as it is
meaningful and purposeful. Poorly designed or meaningless staff development
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activities seem to happen far too frequently in the schools where I have worked, so the
cognitive design team and I worked diligently to prepare training that could be
immediately implemented in the classroom. I believe that providing training that has a
direct connection to the classroom can be the most effective method of staff
development.

Summary

This chapter discussed the purpose and the significance of this study. It also
provided some preliminary background on staff development and the importance of
designing suitable training for teachers in order to ensure successful implementation
into the classroom. Information was also presented about the setting of the case study
and the background of the researcher.

Overview of Chapters 2 Through 5

The remainder of the study is organized as follows. Literature detailing how
staff development fits into the school improvement process as well as how teacher
perception and change theory can affect implementation in the classroom is reviewed in
Chapter 2. Then, Chapter 3 details the methodology that was used in collecting and
analyzing the data. Chapter 4 presents the findings of the study, and Chapter 5 discusses
the research questions, conclusions, and recommendations.
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CHAPTER 2
REVIEW OF THE LITERATURE

Overview of the Chapter

This study is underpinned by diffusion of innovation theory to provide a
framework to describe how teachers progressed through the change process during a
school-wide staff development initiative. This chapter reviews literature on staff
development as a method of improving instruction. The study identifies gaps in
knowledge in order to inform the field. Important to this study is the understanding of
the role of teacher beliefs about teaching and learning when designing training.
Designing staff development that considers how individuals progress through
the change process may increase the rate of adoption of an innovation (Rogers, 2003).
Therefore, Rogers’s (2003) diffusion of innovation theory provides an important
theoretical framework for this study. Planning for teachers’ beliefs about a new idea
(Pajares, 1992), understanding how teachers may react to an innovation, and monitoring
their progress during the innovation-decision process are important in increasing the
chance of adoption (Rogers, 2003). Staff development designs that allow opportunities
for collaborative work increase the probability of successful adoption and
implementation of an innovation (Bradshaw, 2002; King & Newmann, 2000; Rogers,
2003; Spencer & Logan, 2003). Despite the numerous studies about staff development,
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there is not a model that consistently leads to effective implementation of training. This
study was designed to contribute research to help fill the gap in the literature about
effective staff development initiatives that result in implementation in the classroom.
Further, understanding change theory and research-based training designs assists in
designing effective staff development initiatives. Since the goal of the school in this
study was to implement writing across the curriculum, research on writing techniques
was important to consider when designing this training.
The review of the literature begins by discussing Rogers’s (2003) diffusion of
innovation theory and the impact teacher beliefs have on implementing an innovation in
a high school. The chapter continues with a presentation of the research on staff
development, and it concludes with a discussion of the research on writing.

Theoretical Underpinnings of Study

Diffusion of Innovation Theory

Everett Rogers’s (2003) diffusion of innovation theory lays the theoretical
groundwork for this study. Rogers describes the issues involved with implementing an
innovation throughout an organization and provides an explanation of how change is
diffused to members of that organization. Initiating a change in behavior through staff
d evelop m en t is a com plicated p rocess that R o g e rs’s theory assists in overcom in g. T o

help understand his theory, Rogers’s definition for diffusion is presented, the four main
elements in the diffusion of innovations are discussed, and the innovation-decision
model is presented.
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Understanding how Rogers (2003) defines both diffusion and innovation is
important in understanding his theory. He stated, “Diffusion is the process in which an
innovation is communicated through certain channels over time among members of a
social system” (p. 5). Diffusion is a special type of communication where the messages
sent are solely about a new idea or innovation. Rogers asserted that diffusion is social
change; “when new ideas are invented, diffused, and adopted or rejected, leading to
certain consequences, social change occurs” (p. 6). The method of diffusion and the
reaction to the innovation determine the extent of social change. Based on Rogers’s
(2003) assertions, staff development trainers need to have a specific plan to assist
teachers in understanding and adopting a new idea. The specific design strategies used
by the training designers in this study to enhance the diffusion of the writing initiative
are described using Rogers’s (2003) theory as a framework and are supported by his
work.

Elements of Diffusion of Innovation

As described in the definition of diffusion, there are four main elements of
diffusion of innovations. Rogers (2003) stated, “Diffusion is the process by which (1)
an innovation (2) is communicated through certain channels (3) over time (4) among the
members of a social system” (p. 11). A brief discussion of each element and how they
connect to the study is included in the following paragraphs.
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Innovation. Rogers (2003) defines innovation as “an idea, practice, or object
perceived as new by an individual or other unit of adoption” (p. 475). The newness of
an idea shapes a person’s reaction to it. If an idea or innovation seems new to an
individual, then it is considered an innovation. Therefore, an innovation does not
necessarily need to involve new knowledge; it may just involve a change in attitude
about an idea. Introducing the idea of writing in every academic discipline and
changing teachers’ attitudes about teaching writing across the curriculum are
components of this study.
Communication through channels. The method of communication of new
information is an important component in the diffusion of an innovation. Rogers (2003)
defined communication as
the process by which participants create and share information with one another
in order to reach a mutual understanding. Diffusion is a particular type of
communication in which the message content that is exchanged is concerned
with a new idea. The essence of the diffusion process is the information
exchange through which one individual communicates a new idea to one or
several others, (p. 18)
The relationship between the individuals impacts this process because the nature of the
relationship determines whether or not an innovation transfers to a receiver and if it has
any effect. In fact, according to Rogers (2003), most individuals do not decide whether
or not to adopt an innovation based on scientific evidence; instead, they make their
d ecisio n based on personal exp erien ce w ith the inn ovation .

In

lieu of personal

experience, individuals may depend on the experience of peers who have already
adopted the innovation. Providing time for teachers to collaborate with these peers
increases the likelihood of diffusion (King & Newmann, 2000). The design of the
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training in this case study provided this structure to support collegial conversations as a
method to diffuse the innovation.
Time. Time is the third element presented in the definition of diffusion and is
involved in diffusion in three ways: (1) the innovation-decision process, (2) the
innovativeness of an individual, and (3) an innovation’s rate of adoption. The
innovation-decision process consists of an individual’s choices and actions over time
after evaluating a new idea and deciding whether or not to incorporate it in their daily
practices. The innovation-decision process is important for this study and is discussed
in greater detail later in this chapter. The second element of time is the innovativeness
of an individual. The innovativeness of a person is defined as their willingness to adopt
an innovation and is determined by how early in the process they make this decision.
Finally, the third aspect o f time is an innovation’s rate of adoption. The rate of adoption
is defined as the speed with which the members of a system adopt an innovation
(Rogers, 2003). Innovations that individual members of a system deem important or
relevant to their work have a more rapid rate of adoption. Studies on teacher beliefs by
Richardson (1994) and Pajares (1992) support this assertion and are a component of this
dissertation.
Members of a social system. The fourth element of the diffusion definition
explains the role of the members of a social system. Rogers (2003) defined a social
system as “a set of interrelated units that are engaged in joint problem solving to
accomplish a common goal” (p. 23). The social system’s members may be individuals,
informal groups, or organizations. Convincing groups of teachers who work in the
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same department to implement an innovation in their classrooms is an important aspect
of effective staff development. Rogers believes that all members of a social system will
cooperate to solve a common problem or reach a mutual goal if they see the benefit to
it. Nevertheless, a system’s established norms can become a barrier to any change.
Within a social system, “collective innovation-decisions are choices to adopt or reject
an innovation that are made by consensus among members of a system” (Rogers, 2003,
p. 28). Therefore, despite some individual teachers seeing the value in an innovation, if
the majority of the department decides to reject the innovation, then all members of the
department may conform to the decision of the majority.

Innovation-Decision Process

A detailed look at the innovation-decision process as part of the diffusion of
innovation theory is presented in order to make a direct connection to the study. Rogers
(2003) posited that an individual’s decision about an innovation is not an instantaneous
act, but a process that occurs over time. The innovation-decision process describes the
process individuals progress through while making decisions about change and
implementing a new innovation. The process that some teachers experienced during the
training and implementation of the writing initiative supports this aspect of the theory.
While some teachers were early adopters who were immediately excited about the
training, other teachers encountered struggles during the later stages of the process. It is
through this process that individuals choose to adopt or reject a new idea. Rogers
(2003) defined the innovation-decision process in the following manner:
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The process through which an individual passes from gaining initial knowledge
of an innovation, to forming an attitude toward the innovation, to making a
decision to adopt or reject, to implementation of the new idea, and to
confirmation of this decision. (Rogers, 2003, p. 168)
The process may lead to adopting a new idea, but an individual may reject an
innovation at any stage in the process. The five stages in the innovation-decision
process are detailed in the following list: (1) knowledge, (2) persuasion, (3) decision,
(4) implementation, and (5) confirmation. Some of these stages were experienced by
participants in this study and are important to the diffusion of an innovation.
Knowledge stage. The innovation-decision process begins with the knowledge
stage. The knowledge stage begins when an individual is first introduced to a new idea
and understands how it functions (Rogers, 2003). Rogers explained how individuals
tend to only expose themselves to ideas that are in accordance with their own attitudes
and beliefs. He describes this tendency as selective exposure. Further, Rogers
described another term called “selective perception” and defines it as an individual’s
tendency to interpret messages based on their existing attitudes and beliefs. These
tendencies of acquiring knowledge about an innovation impact the results of the
innovation. The teachers in this dissertation were exposed to the writing initiative
during staff development sessions. Although they were unable to choose whether to
expose themselves to the innovation or not, their perception of the benefit of the
in itiative to their students m ay h ave affected the m anner in w h ich th ey im p lem en ted

writing in their classrooms.
Rogers (2003) also described three types of knowledge about an innovation. He
describes awareness-knowledge as learning that an innovation exists. This knowledge
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may lead an individual to explore more about the innovation. The second type of
knowledge is how-to knowledge and consists of understanding the necessary
information to use an innovation properly. If an individual does not acquire enough
how-to knowledge about an innovation prior to adopting it, rejection and discontinuance
may result. The third stage o f knowledge deals with the functioning principles of how
an innovation works and is called principles-knowledge. An innovation that is adopted
without principles-knowledge may result in misuse and encourage discontinuance.
Individuals utilizing a new idea may not go beyond the knowledge stage if they do not
find the information relevant to their situation or if they do not obtain sufficient
knowledge to gain a full understanding of a new idea.
Persuasion stage. The second stage of the innovation-decision process is the
persuasion stage. This stage determines an individual’s favorable or unfavorable
attitude toward an innovation. A person relies on his or her feelings to form an attitude
about an innovation. At the persuasion stage, an individual “actively seeks information
about the new idea, decides what messages he or she regards as credible, and decides
how he or she interprets the information that is received” (Rogers, 2003, p. 175).
Therefore, selective perception is important at this stage because an individual
determines his or her behavior and general perception of the innovation at this point.
An individual’s perception determines the main outcome of the persuasion stage which
is a favorable or unfavorable decision about an innovation.
Decision stage. The third stage of the innovation-decision process occurs when
an individual chooses to participate in activities and then either chooses to adopt or
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reject an innovation. Many times, an individual attempts a certain aspect of an
innovation to determine whether he or she will adopt or reject it. According to Rogers
(2003):
Most individuals do not adopt an innovation without first trying it on a
probationary basis to determine its usefulness in their own situation. Most
individuals who try an innovation then move to an adoption decision, if the
innovation proves to have at least a certain degree of relative advantage, (p. 177)
Although personal experience with an innovation is an important step in the process,
Rogers also asserted that the trial of a new idea by a respected peer can substitute for an
individual’s trial. Discovering methods to allow partial trials of an innovation may lead
to it being adopted more quickly.
Implementation stage. The implementation stage is the fourth stage in the
innovation-decision process and occurs when the innovation is finally put to use.
Implementation involves a behavior change because the user has to put the new idea
into practice. According to Rogers (2003), “A certain degree of uncertainty about the
expected consequences o f the innovation still exists for the typical individual at the
implementation stage, even though the decision to adopt has been made previously” (p.
179). This uncertainty may cause an individual to question his or her confidence with
the innovation and generate additional questions about specifics of the innovation. At
this stage, the change agent needs to supply technical assistance and support to the
users. W h en an organ ization is th e adopter o f an innovation, m ore serious problem s

may exist. Rogers (2003) stated, “In an organizational setting, a number of individuals
are usually involved in the innovation-decision process, and the implementers are often
a different set of people from the decisions makers” (p. 179). In summary, taking the
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decision stage away from individuals may lead to troubles with implementation. This
study supports that assertion by providing data from teachers who felt the writing
initiative did not apply to their disciplines and/or that the entire initiative was being
forced on them.
Confirmation stage. The fifth and final stage of the innovation-decision process
is the confirmation stage. At this stage, the users seek reinforcement for their decision
in the form of evidence of success or improvement. If data do not exist to support their
decision to adopt and implement the innovation, individuals may reverse their decision
(Rogers, 2003). Further, if the decision to implement is supported with evidence, then
the innovation becomes a part of the culture of an organization.

Organizational Learning

Rogers presented a brief discussion about the issues that may occur when an
organization is making the decision to implement an innovation. Dealing with
individual change within an organization is one area that schools address when
designing staff development sessions. Peter Senge et al. (2000) discussed different
strategies of organizational change to assist schools with successful change efforts.
They believe that effective change initiatives should follow three guidelines. The first
guideline is to introduce new learning to all levels of stakeholders. Senge et al. (2000)
stated, “The classroom, school, and community are all interrelated. Any success you
have on one level can be blocked by inadequate capabilities, resources, or
understanding on another” (p.25). Understanding and working with each level to
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gradually make a change increases the chances for an initiative’s success. The second
guideline for organizational change is to focus on one or two priorities for change.
Senge et al. (2000) asserted, “Most school systems are already overwhelmed with
change. They don’t need a new initiative; they need an approach that consolidates
existing initiatives.. .and makes it easier for people to work together toward common
ends” (p.25). The school in this case study attempted to narrow the school
improvement goals to ensure their success and provided opportunities for teachers to
work collaboratively toward a common writing goal during the first year. Finally,
Senge et al. (2000) discussed the importance of everyone being involved in the change.
They believe that it is important to include all stakeholders in the planning of new
initiatives and invite all of them to participate as learners as well.
The way that change is perceived or performed is another factor that influences
its success. Too often educators feel that change is something that is being done to
them, not something that they made a decision about (Fullan, 1993). Therefore,
developing leadership throughout the building and making sure that initiatives are not
implemented from the top down to the teachers is important. Allowing teachers the
opportunity to make decisions about school goals that have an impact on the students is
an important step in increasing the chances of a successful change. According to
Guskey (1986), this empowerment is a necessary step toward changing teachers’ beliefs
about school change. If teachers have a voice in a new initiative, they are more willing
to change their perceptions of the innovation. Including teachers in the planning and
development of new programs shows that their expertise is valuable and will not be
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ignored (Fullan 1993; Guskey, 1986). The school in this study created its goals by
utilizing staff feedback and allowing teachers the opportunity to have input during the
entire process. Providing the opportunity for teachers to act as the decision makers
increased the chance o f this innovation being successfully implemented (King &
Newmann, 2000).

Teacher Beliefs

Teacher beliefs about a new idea influence their attitudes about staff
development and implementation of new innovations (Pajares, 1992; Richardson,
1994). If teachers do not see the benefit of the training for their students, then they may
choose not to implement the innovation (Rogers, 2003). Training to increase the
knowledge base of teachers is only one facet that needs to be considered during the
design of staff development. According to Richardson (2001), “.. .research on teachers’
knowledge can be as much about teachers’ beliefs as teachers’ knowledge” (p. 885). It
is important to understand not only the knowledge of each teacher but also his or her
beliefs about what students need in order to be successful. Addressing the beliefs of
teachers may assist trainers during the innovation-decision process. Richardson’s
(1994) meta-analysis of a variety of studies about teacher beliefs led her to assert the
following:
The results of these studies have led to the sense that teacher beliefs are an
important consideration in understanding classroom practices, and therefore in
conducting staff development programs designed to alter teachers’ practices. If
beliefs are related to practices, and more particularly, if beliefs drive practices,
staff development that focuses solely on teaching practices may not be
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successful in effecting change, unless the teachers’ beliefs and the theories
underlying the practices are also explored, (p. 90)
Richardson believes that it is important for staff development sessions to include an
opportunity to explore teachers’ beliefs about learning strategies and what is important
to teach students.
Teachers’ beliefs about student achievement may affect their expectations of
their students’ abilities. A study conducted by Timperley and Phillips (2003) reported
on the ways teachers’ expectations of student achievement in low-income communities
changed and were sustained the following year. The study took place in eight schools
and focused on staff development in literacy. Outside sources concluded that the
quality of education in the schools was inadequate and reported low teacher
expectations of student achievement. Thirty-one teachers from the eight schools
participated in the staff development training over the course of six months. The results
showed that student achievement in literacy had significantly increased for the
participating schools versus the control group. The results also indicated that teachers
in the study had changed their expectations about their students’ abilities. “These
changes in expectations were achieved through the complex interplay of new domain
knowledge in the form of redefining the reading task and how to teach it, changes in the
children’s achievement and teachers’ feelings of self-efficacy and school influence”
(T im p erley & P h illip s, 2 0 0 3 , p .6 3 9 ). T heir study illustrates h o w teach ers’ percep tions

or beliefs may have an impact on their behaviors in the classroom.
The beliefs that teachers have about education influence their perceptions about
student learning and affect their behavior in the classroom (Brookhart & Freeman,
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1992; Pajares, 1992). Pajares’s (1992) findings suggest that it is essential to consider
and plan for teacher beliefs about learning and design staff development with that in
mind. People make decisions based on their perceptions of the situation, so if teachers
hold strong beliefs about a certain innovation, trainers need to plan for those issues in
their design. According to Beijaard, Verloop, and Vermunt (2000), “Teachers’
perceptions of their own personal identity affect their efficacy and professional
development as well as their ability and willingness to cope with educational change
and to implement innovations in their own teaching practice” (p.750). Generally,
teachers will continue their same practices in the classroom even after training on a new
innovation unless they are convinced the new method will have a positive impact on
their students (Rogers, 2003).
A research study conducted by Smylie (1988) describes the effect self-efficacy
has on individual change during a voluntary staff development initiative. The purpose
of the study was to examine the relationships between organizational contexts of
schools and change in teacher practice. The study’s teachers volunteered to participate
in staff development not associated with any school innovations. Fifty-six elementary
and secondary school teachers participated in the study which consisted of six 2.5-hour
workshops over the course of a semester. Data were collected through classroom
observations, teacher surveys and interviews, and a questionnaire. The findings suggest
that in this context of staff development, the largest significant influence on change in
teachers’ practice was personal teaching efficacy. Smylie (1988) further stated, “The
direct relationship between personal teaching efficacy and change suggests that teachers
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are more likely to change their behavior in directions that may improve their classroom
effectiveness if they believe that they themselves are instrumental to the learning of
their students” (p.23). Therefore, the more confidence teachers have in their practice,
the more likely they are to believe that their actions in the classroom are instrumental in
student learning. Smylie (1988) posited that teacher change stems from individuals’
perceptions of themselves based on their experiences in the classroom and with
colleagues.
Given the results of these research studies, my methodology included collecting
data on teachers’ confidence and their perceptions of the effect of the initiative.
Teachers were asked questions about their level of comfort with the training throughout
the process, and adjustments were made to the design of subsequent sessions based on
this feedback. The answers to these types of questions provided data that supports the
research in the previously discussed studies.
Trainers must be aware of what beliefs and biases teachers bring with them
during staff development. According to Ball (1996), “What teachers bring to the
process of learning to teach affects what they learn. Increasingly, teachers’ own
personal and professional histories are thought to play an important role in determining
what they learn from professional development opportunities” (p. 501). Smylie’s
(1988) research on teaching efficacy suggests that if teachers have confidence in their
ability to control a classroom and affect student learning, then they are more likely to
implement new innovations. Further, teachers rely on their experience and long-held
beliefs about effective teaching in order to make decisions about how best to help
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students learn. Richardson (1994) asserted that “changes in beliefs, ways of thinking,
and classroom actions all come into play in the teacher-change process” (p. 102). In
summary, staff development trainers need to be aware of this process and the potential
biases teachers possess when planning training activities.

Staff Development

School “staff development programs are designed to alter the professional
practices, beliefs, and understanding of school persons toward an articulated end”
(Griffin, 1983, p.2). Generally, the preferred end is improved student learning through
the new innovation. In other words, “staff development programs are a systematic
attempt to bring about change - change in the classroom practices of teachers, change in
their beliefs and attitudes, and change in the learning outcomes of students” (Guskey,
1986, p.5). Therefore, discovering methods to implement new innovations and support
teachers as they progress through the change process is an important aspect of designing
staff development.
Staff development is a common practice in schools, and implementation of new
innovations is an important component of improving student learning. According to
Rhine (1998), “Organizations need to help teachers increase their knowledge on a
particular subject in order to be more effective [in] transferring the innovation to the
classroom” (p.27). Rogers’s (2003) theory posited the importance of the role of schools
to provide time for any change as well as providing sufficient training for their teachers
on any new innovation before they expect implementation in the classroom.
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The ultimate goal of staff development is to improve teachers’ knowledge and
then teach implementation strategies to improve student learning (Bradshaw, 2002;
Griffin, 1983; King & Newmann, 2000). Staff development ultimately aims to make
teachers better teachers. “Professional and staff development programs are intended to
equip teachers with new or refined skills and techniques for achieving better results for
their students, and for helping teachers themselves to be more confident, capable, and
fulfilled” (Shaha et al., 2004, p.l). However, the following study posited that one
cannot measure the effectiveness of staff development until the innovation is
implemented in the classroom.
A case study conducted by Shaha et al. (2004) described an experimental study
of a school district’s implementation of a new reading initiative and illustrated how a
well-designed and- delivered training program is validated by an evaluation component.
The participating teachers received staff development training designed to provide an
immediate impact on students. The findings of the study showed “substantial and
statistically significant gains in reading instruction capabilities attributed to
participation in the professional development” (Shaha et al., 2004, p.6). The results
showed that the experimental group out-performed the control group on every
assessment. The results indicated that the staff development helped the teachers help
the students and that the benefit persisted throughout the academic year. This case
study illustrated the need for schools to design effective staff development programs
and evaluate them based not only on participant satisfaction but also on student
performance.
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King and Newmann’s (2000) study of professional development in nine urban
elementary schools focused on school capacity. They stated that school capacity
“includes the total of teachers’ knowledge, skills, and dispositions as well as the
strength o f the professional community” (King & Newmann, 2000, p. 576). Although
their study focused on school capacity, it also described the importance of
individualized staff development plans. A portion of the study compared two schools
with very different approaches to their training. One school focused on a school-wide
plan developed by a national organization, and the other school created a plan that was
unique to their school (King & Newmann, 2000). Both schools empowered teachers to
choose the goals of staff development and provided time for teacher collaboration. The
findings of their study revealed that both schools realized an increase in literacy after
the initial training period (King & Newmann, 2000). These findings suggest that
choosing the appropriate staff development plan for a specific school may improve both
knowledge and skills of teachers and students.
Designing effective staff development sessions to train teachers is crucial, but
teachers need more support and time after the initial training to effectively learn and
implement any new innovation (Senge et al., 1999). A quality staff development
program cannot be effected in one session. According to Binko, Neubert, & Madden
(1997), “Growth for professionals requires sustained, well-planned opportunities for
participants to study research in their discipline, observe and practice new procedures,
and remain in contact with other professionals in their field” (p.l). Providing additional
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support outside the training sessions assists teachers in understanding and promotes
implementation (Bradshaw, 2002; Spencer & Logan, 2003).
A study conducted by Spencer and Logan (2003), focused on providing
additional support for teachers during staff development programs while implementing
strategies in their classrooms. The purpose of this experimental study was to evaluate
teachers’ implementation of a Benchmark initiative for delivering strategic instruction
using a “research lead teacher” (RLT) versus a group participating in traditional staff
development without continued support. The control group participated in a half-day
in-service training on the initiative, and the RLT model group participated in a more
thorough training with expert facilitation, modeling, coaching, and observation
throughout. The results of the study found that none of the teachers in the control group
implemented all the steps of the Benchmark process, and the teachers noted decreasing
trends in student performance, whereas all the teachers in the RLT group had
implemented every step of the model and described positive differences in student
performance. According to Spencer and Logan (2003):
During implementation of the RLT model, the [participating] teachers reported
throughout the first three to six weeks of the intervention how difficult it was for
them to be consistent in their implementation of the model. They talked about
the importance of coaching from the RLT .. .as they work[ed] through their
frustrations, (p.52)
These findings illustrate the struggles teachers may experience during initial phases of
implementation and how continued support, such as coaching, may assist them in
feeling comfortable with the innovation and motivate them to continue to use it.
Spencer and Logan (2003) posit, “The results confirm the importance of teacher study
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groups, modeling, coaching, and data based feedback as an intervention package in
helping teachers implement new strategies” (p.52). Since RLT is a comprehensive
model, it does not isolate any components, so the study does not lend any conclusions
about which intervention was most effective.
Joyce and Showers (1995) conducted a study that examined three levels of
impact of staff development. The three levels of impact were:
5. Did teachers understand the concepts that were presented?
6. Could teachers demonstrate the new skill?
7. Did teachers use the new information and skills in their classrooms?
In addition, Joyce and Showers (1995) discussed four incremental staff development
activities and their impact. The first level of activity is presentation of theory. The
study found that only 5-10% of teachers make changes in their classroom teaching
behavior when only theory is presented. The second level of activity is theory and
demonstration. At this level, the staff developer adds a demonstration to the training,
and the results are only slightly better than level one. The third level of activity is
theory, demonstration, and practice. By providing the additional time to practice, there
is marked increase in the teachers who can demonstrate the skill, but only a few more
teachers actually implement it in their classrooms. Finally, the fourth level of activity
involves the trainer presenting theory, demonstration, practice, and follow-up. In this
case, the practice and follow-up included techniques like peer coaching and other
feedback mechanisms, and the transfer to the classroom was significantly increased.
These data provide an example of a successful staff development initiative and describe
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a method for conducting training in schools. The findings further emphasize the need
for training to include all facets of an innovation and to support the new learning with
follow-up techniques.
Lynn Bradshaw (2002) conducted a study that reviewed the staff development
and evaluation plans for technology training of 27 schools to describe what models of
staff development each school was using and what effort was placed on evaluating staff
development activities. The results revealed “evidence of positive movement away
from one-shot technology workshops toward long-term technology staff development
initiatives” (Bradshaw, 2002, p. 137). The study presents the growing trend toward
long-term staff development programs and the importance of teachers being
comfortable with a new innovation before they implement it in their classrooms and
affect student learning.
Staff development needs to be individualized to meet the needs of the school
that is embarking on a new plan. As Bradshaw’s (2002) research found, there are many
things schools can do to help ensure that the implementation of new staff development
efforts will be successful. Schools can help teachers develop the knowledge and skills
needed to implement the new innovation by allowing opportunities to practice the new
skills and gain feedback about them. In addition, the plan should include follow-up
support using techniques such as professional learning communities, peer coaching, or
mentoring (Bradshaw, 2002). The administration can also provide time for teachers to
work and plan together using the new innovation. In summary, evaluation of staff
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development must focus both on what teachers have learned and what students have
learned as a result of staff development.
When planning staff development for an innovation, schools should also
anticipate how staff and students will react to the change. Many failed staff
development initiatives may have failed not because of poor training but because the
staff was not ready for the change. Change is a challenge for many people:
Research has taught us that the problem of change is much deeper than the
adoption of new innovations. It also includes implementation (was the
innovation ever really implemented?); fidelity (once implemented, did the
innovation maintain its integrity and purpose?); impact (have students been
positively and significantly affected?); institutionalization (did the innovation
become integrated into the school’s mission and organization?); maintenance
(did successful programs continue to exist?); and replication (was it possible to
transfer the innovation from one school context to another?). (Louis, Toole, &
Hargreaves, 1999, p.254)
That quotation describes how the method of implementation and the impact the
innovation has on students affect whether it will be accepted by the faculty and become
institutionalized. Addressing teachers’ progression through the change process is also
important when designing staff development.
Change is a gradual process, not a single event. According to Hall and Hord
(2001), “Change is a process through which people and organizations move as they
gradually come to understand and become skilled and competent in the use of new
ways” (p.5). Teachers need to be part of the decision process (King & Newmann,
2000), be provided time to understand an innovation (Joyce & Showers, 1995), become
confident in their ability to effectively implement a new idea (Bradshaw, 2002), and be
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provided evidence of success in order for a change to become institutionalized (Rogers,
2003).
Imbedded in these dimensions is how to make a substantive change in the
classroom. Teachers are responsible for implementing concepts in the classroom, but if
the administration is unable to provide enough time and training to effectively
implement and maintain the original purpose of the innovation, then the change has a
greater chance of failure (Joyce & Showers, 1995; Spencer & Logan, 2003). In
addition, teachers need to see a positive impact on the students and witness the
integration into the school culture in order to be convinced that the new innovation is
important (Rogers, 2003).
According to Lieberman and Wood (2002), “Teachers build valuable expertise
from what they do in their classrooms, so staff development must begin with what they
already know, and from the belief that students benefit when teachers share and critique
their best ideas and strategies with one another” (p.40). Therefore, schools must
discover methods to allow teachers time for collegial support in order to reinforce ideas
and practices with each other. A long list of schools, however, have spent thousands of
dollars on conferences, workshops, and other training only to see little or no transfer of
teacher learning to the students (Fullan & Stiegelbauer, 1991). Unfortunately, there is
no guarantee that staff development will lead to new practices in the classroom
(Bradshaw, 2002; Joyce & Showers, 1995). Moreover, if nothing new is being
implemented in the classroom, then there is little chance that there will be any change in
student learning. Since the ultimate goal of teacher staff development is to improve
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student learning, providing continued support for teachers to translate the ideas
introduced during staff development training into classroom practice is important.
Given the research studies discussed in this section, data collection focused on
the effect the design o f each training session had assisting teachers with developing new
knowledge and skills with writing. Additionally, while coding the exit slips and the
interview transcripts, I was more aware of categories that were relevant to collaboration
with peers who teach the same subject and the effect of providing a mentor to lend
continual support during the process.
According to Bradshaw (2002), “Ultimately, teachers must be comfortable with
incorporating a new innovation, understand how it can be used to strengthen the
instructional program, and want to use it in the classroom, or teaching and learning are
not likely to change” (p. 140). Designing the training in order to show how the
innovation can be directly implemented into individual disciplines helps teachers during
the innovation-decision process (Rogers, 2003). In addition, in order to facilitate
change, enough time must be provided for both staff development and collegial support
(Bradshaw, 2002; Spencer & Logan, 2003).
Reviewing literature on writing is also important for this study. Although the
study’s problem is about discovering effective staff development strategies to increase
implementation in the classroom, this case study describes how one school used writing
across the curriculum as its training goal.
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Writing Research
A brief review of the literature on writing is important for this case because the
case seeks to discover the effect the frequency of writing across the curriculum has on
students. State and national standardized assessments indicate that students fall short in
producing quality writing (Danielson, 2000). In addition, teachers recognize that the
writing of many students is well below their potential. According to a survey conducted
by the National Assessment o f Educational Progress (NAEP) in 1998, the results of the
writing assessment indicated “ 16% of fourth and eighth graders, and 22% of twelfth
graders, have not mastered even basic writing skills” (Manzo, 1999, p.l). This survey
illustrates the need for schools to focus their staff development programs on methods to
improve student writing.
Writing provides a means to assess critical thinking skills. Writing is a
meaning-making process that enhances a learner’s ability to achieve a higher level of
thinking; writing also facilitates a student’s ability to discover connections, describe
processes, discover answers, and express their understanding of a concept (Danielson,
2000; Langer & Applebee, 1987; Mayher, Lester, & Pradl, 1983). Writing allows
learners to assimilate new information and make connections to prior knowledge, which
helps students comprehend new information. Moxley (2000), believes that content is
more likely to be remembered if it is manipulated through writing. Writing helps
students learn because it helps the writer understand thoughts that otherwise may
remain inaccessible (Sully, 1995).
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Students struggle with writing for many reasons. Writing may be assigned in
courses besides English, but frequently, specific instruction about effective writing
techniques is not provided. Moxley (2000) believes that teacher feedback assists
students in improving papers that lack components such as idea development or proper
writing conventions. Students do not appreciate the value of writing unless teachers
teach writing in their classrooms and make writing part of their curriculum (Moxley,
2000). Students may begin to understand the value of writing if they are practicing it in
all of their classes. Once teachers model the importance of writing, students may then
begin to produce quality writing pieces in all their classes (Miller & Cross, 2001).
Another reason students write poorly is because they have had few opportunities
to write across the curriculum. According to Moxley (2000), 97% of writing pieces
assigned to juniors and seniors in high school are to demonstrate to a teacher what they
already know and most pieces are only a paragraph in length. Moxley (2000) believes
that teachers can change that by assigning writing that helps students make connections
to the curriculum and construct their own knowledge.
A study conducted by Miller and Cross (2001) involved all teachers in grades K8 at A.D. Henderson University School and focused on how teachers could build
school-wide support to improve student writing across the curriculum. Miller and Cross
(2001) stated:
A major goal of this study was to develop a collaborative learning organization
to break down barriers of teacher isolation, to create an environment where all
teachers understand and are able to support the writing curriculum and each
other’s efforts to provide the best possible writing instruction for all students, (p.
V)
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The aforementioned researchers attempted to find methods to improve writing
instruction in all academic disciplines and conducted the study in several phases. The
study included the following phases: designing the action plan, implementing action
research groups, embedding staff development into everyday practices, making datadriven decisions, and coordinating findings of the study to implement new actions.
The results and literature on teaching writing to students support the cognitive
design team’s decision to implement frequent writing assignments as a means to
improve student writing. This literature shaped the interview questions to both teacher
and student participants. I asked questions that focused on how teacher feedback and
how the amount of writing affected their confidence in their writing abilities.
The study described what teachers and students were experiencing throughout
the process and provided an explanation about how students were performing on their
writing. The teachers’ reports indicated improvement in students’ performance on
writing assessments. The study also demonstrated how the school developed a
collaborative learning organization where teachers understood and supported writing
curriculum in all disciplines. The study ultimately found that student writing improved
through the implementation of a school-wide focus on student writing performance. In
summary, this was accomplished through the use of exemplary teacher practices,
teacher collaboration, and staff development.
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Summary

Without showing teachers the need to change their practice, assisting them
during the change process, and training them properly on an innovation, the chances of
an innovation succeeding are dramatically reduced. Teachers must understand the
potential effect of an innovation and be supported in its implementation in order to
change some of their own long-held beliefs. Chapter 3 presents the methodology used
in the study. A specific discussion about the methods of data collection, the sources of
data, the interview participants, and the data analysis procedures is included.
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CHAPTER 3
METHODOLOGY

Overview of the Chapter

According to Merriam (2001), “Qualitative research is an umbrella concept
covering several forms of inquiry that help us understand and explain the meaning of
social phenomena with as little disruption of the natural setting as possible” (p.5).
Qualitative methods take researchers into natural settings, in this case a high school, to
observe and gather data as individuals interact with their social world (Marshall &
Rossman, 1999; Merriam, 2001). This chapter describes the methods used to obtain
data and the rationale for using the qualitative research methodology. A discussion of
the methods of data collection, the sources of data, the selection of the interview
participants, and data analysis procedures is also included. There are two groups of
participants who provided data for the study: those whom I interviewed and those who
provided data but were not interviewed. To lend clarity, all teachers and students who
participated in interviews with me are referred to as participants. When I refer to the
remaining teacher and student population who were not interviewed, a clearer
description is noted. Individual profiles are provided to give the reader a more
descriptive account of each participant.
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The Problem

Administrators throughout the country utilize staff development as a means to
improve the knowledge base of teachers and ultimately anticipate that improving
teacher knowledge has a direct impact on student learning. Many staff development
initiatives offer limited training and follow-up support and therefore yield a modest
effect on student learning. The research problem for this study is that although there is
a great deal of literature about staff development and methods to promote change, the
research has not shown us how to effectively implement change in a school. This study
describes teachers’ and students’ perceptions of the design of staff development and the
implementation in the classroom of a cross-curricular, school-wide writing program in a
high school in an effort to add to the literature on implementing new knowledge learned
during staff development into the classroom.

Qualitative Design Rationale

The case study method was chosen to answer the research questions and provide
in-depth data on the specific high school chosen for the research. The case study
method allows the researcher to focus on a single unit around which there are
boundaries (Merriam, 2001; Stake, 1995). This methodology provides a framework for
the study and k eep s the fo cu s on the individual sch ool. A ccord in g to Stake (1 9 9 5 ),

“The real business of case study is particularization, not generalization. We take a
particular case and come to know it well, not primarily as to how it is different from
others but what it is, what it does” (p.8). The importance lies in the ability to describe
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the uniqueness of the particular case without asserting that the data are transferable to
other settings. In this study, the case focuses on the events of the two-year school
improvement initiative in the participating high school chosen for this research. The
use of staff feedback from the entire teaching staff and interview data from individual
participants in the study add detail to the description of the case and answer the research
questions.
Following the procedures for qualitative research, this case study is subjective,
with data collected from the members of the case and reported from their perspective.
Some numerical data were gathered from student writing scores, as they were available,
to help describe the impact and perceived effect of the writing program and staff
development that was implemented.

Case Description

Merriam (2001) describes the criteria of a case study by stating, “I see the case
as a thing, a single entity, and a unit around which there are boundaries” (p. 27).
Merriam (2001) further stated that a case could be a person, a group, a program, or any
number o f other things. The case in this study was the staff development program at a
high school, and it was bounded by time by focusing on the nine training days during
the two years of the implementation phase of the initiative. The study was also
restricted to the events o f the writing staff development initiative that occurred at this
particular high school, so it was also bounded by the walls of the school and the number
of teachers employed during the study. In addition, Merriam (2001) believes that case
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studies are particularly appropriate if a researcher is interested in studying a process.
This study occurred in a high school during the design and implementation of a staff
development initiative aimed at incorporating writing across the curriculum. The case
describes the staff development and implementation process during two years of the
five-year NCA CASI school improvement plan that focused on improving student
writing in all academic disciplines.

School Profile

All the information presented in this section was obtained from the school report
card located on the district website of the case school. Specific citations are not
provided in order to maintain the anonymity of the school.
The high school where the case study occurred is part of a unit district that
consists o f 17 schools, including two high schools. The district provides education for
students from kindergarten through twelfth grade (K - 12). The high school where this
case study occurred had an enrollment of approximately 2,100 students and employed
approximately 130 teachers during this study. The school’s racial and ethnic
background consists of over 91% White students, 4% Asian students, 3% Hispanic
students, and less than 1% African American students. The school generally performs
well on standardized tests, with the 1 l th-grade students’ achieving a composite ACT
score of 22 in 2005, and the school has met all the conditions for making Adequate
Yearly Progress (AYP) every year o f its existence. Further, the average class size is
22.8 students and the school reported a 100% graduation rate in 2005.
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Data Collection

Data collection began the year before the training commenced, referred to as
prestudy information, by collecting staff feedback using exit slips at the end of each
training session. These sessions focused on choosing the goal and narrowing its focus
to assist in implementation. This method of data collection continued during the second
and third years o f the training. In addition, numerical data were collected using a
variety of sources such as student writing scores, senior survey items, and the
percentage of teachers implementing writing strategies. Finally, at the end of the
implementation of the initiative, interviews were conducted with both teachers and
students.
Information was collected using several different sources as a method to
triangulate the data. The specific methods of triangulation are presented later in this
chapter. The initial data were collected by utilizing staff feedback in the form of exit
slips during school improvement days throughout the two-year staff development cycle.
Exit slips are a method o f collecting staff feedback at the completion of each staff
development session. The faculty was asked to fill out a brief questionnaire describing
their feelings about the training experience and return the slip to the facilitators in order
to exit the session. Examples of two sample exit slips are provided in Appendix A. The
ex it slip s p rovided data that assisted in an sw erin g R esearch Q uestions 1 and 2. T h ey

provided data that addressed teachers’ perceptions of the helpfulness of the training
sessions. The exit slips also provided data that described teachers’ attitudes about the
initiative and teachers’ confidence in implementing writing in the classroom.
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Semistructured interviews were also conducted with both teachers and students
at the end of the two-year implementation process in order to gain their perceptions of
the process. Some interview questions were electronically sent to the participants
before the interviews, and each participant was asked to respond to the questions in
writing and to email them back to me. This method provided the participants with more
time to respond to each question after thinking about their answers. In addition, it also
provided me time to preview each answer and create follow-up questions for the oral
interview. These interviews were recorded, transcribed, combined with the written
answers, and then coded to locate common themes to meet qualitative research
protocols (Bogdan & Biklen, 2003; Marshall & Rossman, 1999; Merriam, 2001). The
participant interviews provided data that helped answer both research questions. The
interview responses described specific teacher attitude changes during the process.
Further, the participant interviews provided data on the frequency of use of the writing
strategies by both teachers and students. The interviews also described teachers’ and
students’ perceptions of the implementation o f the writing strategies.
In addition, teacher participation implementing the new writing strategies and a
school survey administered to seniors over a two-year span were used as numerical
data, but were not statistically analyzed. These scores and other numerical data were
used to illustrate the results of the writing program as measured by school assessments
and school surveys and to help inform the case.
My role as a faculty member o f the school where the case study occurred is
important to acknowledge. I served as a designer and facilitator for many o f the staff
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development training sessions, but I was not a participating teacher in the initiative
because I served as an administrator in the building at the time. My participation in the
training and my observations about the process as well as informal discussions with my
colleagues are important aspects of the study. According to Marshall and Rossman
(1999), “Participant observation is to some degree an essential element to all qualitative
studies... .Immersion in the setting allows the researcher the opportunity to learn
directly from his own experience of the setting” (p. 106). These personal experiences
contribute to the data analysis and findings of the study.
In addition to gaining Institutional Review Board (IRB) approval, I sought and
was granted permission from the school that is the subject of the case study. During a
meeting with both the principal and the assistant principal for curriculum and
instruction, I described the scope of the research and explained the potential effect the
research may have on the school. At the end of the meeting, access was granted to any
data the school collects that may help inform the study.

Interviews

A semistructured interview process was used to collect data from the 15
participant teachers and the 10 participant students in the study. These interviews were
conducted during the summer after the completion of the implementation. Generally,
qualitative researchers use relatively open-ended and less restrictive questions during
the interview process. During a semistructured interview, “usually, specific information
is desired from all the respondents, in which case there is a highly structured section to
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the interview. But the largest part of the interview is guided by a list of questions or
issues to be explored...” (Merriam, 2001, p.74). This format allowed me to ask for
information pertaining to the research questions of this study as well as to respond to
any emerging topics. The interviews were audio-taped, transcribed, and then coded as
part of the analysis procedure to allow themes to emerge.
Before the recorded, face-to-face interview, participants were asked to provide
written answers to a series of specific questions that directly related to the study’s
research questions. The participants emailed their responses to me before the interview.
This process allowed the participants time to carefully consider their answers and
provide a more thorough response without the pressure of providing an immediate
answer. In addition, having the responses before the interview allowed me to read over
each response and craft follow-up questions to elicit additional data.
The written responses provided through email constituted the highly structured
section of the interview and consisted of the same questions for each teacher participant,
but a different set of questions was used for all the student participant interviews. After
reading through the initial, emailed responses, I generated additional questions in order
to lend clarity to some of the participants’ answers and to gather additional data. The
list of questions that were used to collect written responses from both the teachers and
the students can be found in Appendix C; the types of questions used during the
semistructured oral interviews can be found in Appendix D.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

54
Participant Selection and Sample Size

The main criterion for sampling was that the teachers and students must have
been at the high school during the two years of the implementation of the writing
initiative. According to Merriam (2001), there is no right answer for choosing the
appropriate sample size. Since the interviews are supplementing other data sources, the
sample size was roughly ten percent of the total population of teachers in the case.
There are approximately 130 teachers and 2,100 students at the high school, so
purposeful sampling was used for both the teachers and the students. The study focused
on interviewing a representative sample of 15 teachers and 10 students. Savenye and
Robinson (2004) assert that “ .. .it is important.. .to observe novice teachers, more
experienced teachers, those who are comfortable with the innovation and those who are
not, along with those who are downright hostile to the innovation” (p. 1055). Therefore,
the sample o f teachers chosen for the study represented all the content disciplines
offered in the school. In addition, seven of the participating teachers were female and
eight were male. Specific participant profiles are provided later in this chapter. The
teachers also represented a wide array of experience from 2 years of experience to 31
years. The study included teachers who utilized writing in their classrooms frequently,
those who were absolutely against the initiative from the beginning, and those in
b etw een th ese tw o p osition s.

The teacher participants were chosen based upon my experience working with
each of them in staff development sessions and with other endeavors over the past
several years. I reviewed the list of teachers in each department and solicited their
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participation based on my perception of their attitude about the writing initiative and
their years of teaching experience. The student participants were chosen in an effort to
interview an equal number of female and male students. An attempt was made to
interview a variety of ability levels to create balance, but because the interviews
occurred during the summer, student accessibility became a factor.
The students represented various ability levels, which are tracked in the school
and labeled as follows: level 1, level 2, and honors. Level 1 students are those who
struggle academically and are placed in courses that move more slowly through the
curriculum and may even have a special education teacher team-teaching the class.
Level 2 students are those who fall into the average academic category in terms of their
ability and performance. Honors students are those who excel in terms of performance
and ability. The student participants may or may not be students in the classes of the
teachers who were also interviewed. The students were chosen in an effort to provide a
variety of academic ability levels and an even representation of gender. The students
were represented equally with five males and five female participants; five of them
were in an honors English class, four were in a level-2 English class, and one was in a
level-1 English class during the implementation process. Due to having limited access
to students during the summer, an equal balance of ability levels was not achieved.
All o f the interviews were conducted one-on-one in the school learning resource
center. All participants are referred to by a pseudonym in an effort to maintain
confidentiality. According to Bogdan and Biklen (2003), “Encouraging confidentiality
should improve your chances for informants to speak more freely” (p. 103). Throughout
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the study, I encouraged the interview participants to be open and honest with me, but
maintaining the trust of the subjects should also provide confidence that their identity is
protected. Ensuring confidentiality promotes open and honest answers during any
follow-up meetings. Therefore, each teacher participant is identified by the subject they
teach, and each student is referred to by a participant number. Examples of the
interview consent forms used in this study are presented in Appendix E. Although
every effort was made to maintain the anonymity of the participants, information is easy
to find in today’s information age. Access to the Internet is so prevalent that with
enough effort, a person may be able to identify the teacher participants using
information provided in this dissertation.

Participant Profiles

In Chapters 4 and 5, teachers are referred to by the subject they teach, and
students are referred to by participant numbers as a means of keeping them anonymous.
To assist the reader in determining the background of each participant, the following
section provides detailed information about each of them.

Teacher Participant Profiles

The teachers who were interviewed teach classes that represent every academic
discipline offered at the high school. As a means of providing a more descriptive
account of each teacher, the 15 profiles are provided below. About a month after the
interviews, a questionnaire was completed via email by each participant. All of the
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information presented in the profiles was obtained through the questionnaire. The
teacher profile questionnaire appears in Appendix F. Teachers are identified by the
subjects they teach. In the case of the social studies teachers, who teach similar courses,
the subject title and a number was assigned in order to differentiate each teacher.
The Spanish Teacher taught Spanish I, II, III, and IV during the implementation
process, and she has been teaching for 22 years. She is also an administrator in the
school serving as a division head for foreign language and social studies. She reports
that students perceive her as being linear, black and white, yet fair. She believes that
staff members perceive her as generally friendly, a little moody at times, but a fair
supervisor who is always “a little bit in over her head.” Her general opinion about staff
development is positive. She feels that most of the staff development days are
informative and help us make data-driven decisions and take data-driven actions to
improve student learning.
Social Studies Teacher 1 taught levels 1, 2, and honors classes of United States
history during the implementation process, and he has been teaching for 14 years, most
of them in the district. Some of his classes were taught with a team teacher from the
Special Education Department during the initiative. He feels that students perceive him
as wise, holistic, and easygoing. He believes that the staff see him as an intelligent,
progressive, and friendly person. He reports that he is generally skeptical about the
effectiveness of staff development days, but he “takes what he can get from them.”
Social Studies Teacher 2 taught level 1 and honors classes of United States
history and world history during the implementation process, and she has been teaching
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for nine years. She also works as a consultant for a national history program and
frequently travels to different schools to serve as a program trainer. She believes
students see her as tough, fair, caring, smart and funny, but she thinks some students
may also be intimidated by her. She feels that the staff respect her and see her as
someone who can get the job done. She reports that she is a team player whom people
seek for feedback or to borrow teaching resources. She said that she usually looks
forward to staff development days as a chance to socialize with colleagues and build a
school community. She revealed that she appreciates school improvement plans that
create a "we're all improving together" feeling.
The Choir Teacher taught choir classes and served as choir director during the
implementation process; he has been teaching for 15 years. He was also a member of
the Cognitive Committee that helped facilitate the staff development activities. He feels
that he is respected and well-liked by his students, but he has doubts if that remains true
for some of the staff. He believes that the teachers who know him well think he is a
good educator and respects what he tries to do for students. He also asserts that some
staff disagree with his opinions concerning some issues, especially when those
opinions run contrary to their own. He reports that he has a strong personality and can
come across as arrogant at times, but he firmly believes that everyone understands his
commitment to what he believes is best for students. He writes that he considers staff
development days “a monumental waste of time.” He believes there is value in the
concept, but the execution lacks desired results, and often the material does not truly
serve to improve his or other disciplines.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

59
The Calculus Teacher taught all honors-level classes of pre-calculus and
calculus during the implementation process, and he has been teaching for six years, all
at this school. He was promoted to an assistant principal in the building after the last
year of the study. He reports that the students see him as smart and focused and
someone who will go to great lengths to ensure their success in school. He believes that
the staff view him as smart, direct, and supportive. He feels that he is perceived as
someone who understands the needs of teachers and supports them in all aspects of the
school. He states that staff development has a tendency to be inflexible and designed
too much to be a “one-size-fits-all program,” and he believes that school improvement
efforts should directly relate to specific course improvements.
The Geometry Teacher taught honors geometry and level-2 algebra classes
during the implementation process, and he has been teaching for four years. He was
also a member of the Cognitive Committee that helped facilitate the staff development
activities. He believes that students see him as someone who is funny, smart, and
relaxed. He thinks the staff see him as helpful, funny, insightful, and concrete. He
reports that he is someone who is involved in initiatives to help improve different
aspects of the school. He feels that staff development days are necessary, but they lack
the staffs immediate input and focus too much on the academic side of the school.
The English Teacher taught level-1 and level-2 English I and honors English II
during the implementation process, and she has been teaching for two years. Some of
her classes included a team teacher from the Special Education Department. All of her
teaching experience has been at this school, but she worked as a sales representative
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before becoming a teacher. She was also a member of the Cognitive Committee that
helped facilitate the staff development activities. She thinks the students perceive her as
funny, goofy, and a hard teacher. She also hopes they see her as someone who listens to
them. As for the staffs perception of her, she thinks they see her as funny, outspoken,
and someone who is involved in a lot of activities and someone who is willing to help
them out at any time. She feels that the theory of staff development days is fantastic,
but she wishes more power and responsibility rested with the staff. She reports that all
of the activities start off with good intentions; however, she also feels that “teachers’
time gets hijacked at times” by administrator-driven agendas. She feels that activities
such as doing or sitting through pointless activities such as insulting presentations or
data collection for data's sake is a waste of time when it could be much more
productive.
The Science Teacher taught level-1 and level-2 biology and chemistry classes
during the implementation process, and he has been teaching for five years. He began
his career teaching at a middle school in the district, but moved to the high school after
two years. Many of his classes included a team teacher from the Special Education
Department. He states that students think of him as fun and caring, yet strict and loud.
He thinks the staff perceive him as rough, loud, and arrogant at times. He believes he is
very student-centered but has a negative attitude toward almost everything. He feels
that staff development days “have mostly been a waste of time.” He would like to see
more teacher input about what needs to be accomplished on these days. He reports that
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he hears people say that the staff picked the school improvement goals, but he feels that
all of them were twisted in ways that took away ownership from the staff.
The Woods Teacher taught woods, autos, and residential maintenance classes
during the implementation process, and he has been teaching for 31 years. He feels that
students perceive him as fair, but too rigid, tough, and a hard guy. He thinks some of
the staff also feel he is too rigid because he follows the school rules to “the letter of the
law,” but he also is perceived to be someone who does anything he can to help
someone. He reports that staff development days are a “complete waste of time”
because he says he has “seen it all go around about three times now.” He wishes people
would stop trying to reinvent the wheel so they can have a job or keep teachers busy.
The Psychology Teacher taught all psychology classes during the
implementation process, and she has been teaching for four years. She believes that her
students respect her immensely as she is very supportive of their efforts, and she is
innovative in her teaching style. In addition, she is involved in many different school
initiatives and a member of the Responsibility Committee for School Improvement as
well as serving as a lead teacher in her department. She feels that she is well-respected
by the staff as someone who works hard and puts the needs of the students first. She
also reports that she is a proponent of staff development and wishes that staff would
take the training days more seriously.
The Special Education Teacher team taught both earth science and English
classes during the implementation process, and she has been teaching for 17 years. She
works very closely with all students with special needs. She reports that students
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perceive her as someone who is firm but fair, trustworthy, persistent, and happy. She
feels that she is well-respected throughout the building and believes the staff see her as
efficient, caring, and someone who takes pride in her work. She believes that staff
development days are usually focused, helpful, and engaging.
The Art Teacher taught drawing and sculpture classes during the implementation
process, and she has been teaching for 20 years. She serves as a lead teacher in her
department. She believes that students see her as someone who is passionate about her
work but can be strict about certain behaviors or attitudes. She thinks the staff respects
her ability to serve as a liaison between the administration and teachers. She reports
that she has been involved in staff development activities for many years and becomes
frustrated when the training does not present ideas that help in her classroom.
The Health Teacher taught health and driver’s education classes during the
implementation process, and he has been teaching for 26 years. He is a former
administrator in the building who returned to teaching during the first year of the
implementation process after serving seven years in the dean’s office. He says his
students see him as easygoing, and he feels that he is approachable in a “dad” sort of
way. He also feels that the staff see him as someone who does not let much bother him.
He believes he is respected by both teachers and administrators and may be perceived as
experienced but not vocal in certain situations. He sees staff development as beneficial
and enjoyable only when the activities relate to improving his personal classroom
teaching or providing methods to improve student and teacher relationships. He further
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reports that when it is not clear how he could use the skills or information that is
presented in training, he becomes frustrated and exhausted.
The Physical Education (P.E.) Teacher taught freshman P.E. and health classes
during the implementation process, and she has been teaching for 25 years. Elowever,
she has only been at this school for five years. She believes that some students perceive
her as tough and “kind of scary,” but most students think she is fun and like her. She
thinks the staff see her as outspoken and hard working due to the long hours she puts in
with her extra-curricular responsibilities. She says she is not a fan of staff development
because she finds that most of the training does not support her teaching or apply to her.
She does comment that she thinks the staff development days are improving.
The Business Education Teacher taught economics, marketing, multimedia,
business management, and cooperative education classes during the implementation
process, and he has been teaching for five years, all in this school. He believes that
students respect him and see him as easygoing and fair. He thinks the staff see him as
quiet but involved in many different aspects of the school. He feels that he has earned
respect from much of the staff during his brief career and is known as a quality teacher
who is not too vocal or opinionated. He believes that staff development is fifty percent
productive and fifty percent unproductive.

Student Participant P rofiles

In an effort to protect the anonymity of the student participants, a minimum
amount of information is provided about each student. I believe that it is extremely
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important to protect the identity of the minor participants. Therefore, Table 1 is
provided with minimal information about each participant to provide even more
confidentiality.

Table 1
Student Profile Chart
Pseudonym

Grade Level

English Level

Gender

Level of Other
Classes

Student 1

12

Level 2

Male

Honors in Some

Student 2

12

Level 2

Male

Honors in Some

Student 3

12

Level 1

Male

All Level 2

Student 4

12

Honors

Male

Honors in Some

Student 5

12

Level 2

Male

All Level 2

Student 6

12

Level 2

Female

All Level 2

Student 7

11

Honors

Female

Honors in Some

Student 8

11

Honors

Female

Honors in Some

Student 9

12

Honors

Female

Honors in Some

Student 10

12

Honors

Female

Honors in Some

Data Analysis

Qualitative research involves more than the collected data; it also involves our
impressions and observations. According to Stake (1995), there is no particular
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moment when data analysis begins in qualitative research. Analysis is a continual
process as the researcher progresses through the study. According to Savenye and
Robinson (2004), “One o f the major hallmarks of conducting qualitative research is that
data are analyzed continually, throughout the study, from conceptualization through the
entire data-collection phase, and into the interpretation and writing phase” (p. 1059).
This study followed those guidelines.
In addition to experiencing the staff development process as both a facilitator
and a researcher, collecting feedback and interviewing participants shaped this case
study. The teachers and students in the study were recruited based on the previously
discussed criteria and were asked to electronically respond to questions about their
experience with writing over the last two years. They then participated in an interview
consisting of additional questions and were asked to clarify some of their assertions.
The interviews were recorded in order to assure accuracy and allow for transcription.
The transcription of the interviews and the data from the exit slips were treated as two
separate sets of data and, therefore, coded and analyzed separately. I separated the data
sources because the exit slips were provided anonymously; therefore, it was impossible
to determine at times even what academic discipline the teacher who provided the
comment hailed from. Further, the separate data sources served as a means to
triangulate the data to lend more reliability to the study.
I followed Bogdan and Biklen’s (2003) method of analysis and interpretation of
data to code all data. A detailed account of how I coded and analyzed the teacher and
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student interview data is provided, but the same method of coding was applied to the
exit slips. An example of the coding categories is included in Appendix G.
As I read through the interview transcriptions, I looked for words and patterns
within the responses to each interview question. Since the interview questions were
created to help answer the research questions of this study, I searched through the data
for patterns and then wrote down words or phrases to represent these patterns.
According to Bogdan and Biklen (2003), these words and phrases represent my coding
categories.
I then listed all of my coding categories on a whiteboard using dry-erase makers.
After reading the transcriptions again to provide more clarity, I typed all the codes into
my computer, and I began assigning teacher and student interview responses to the
coding category that I felt best represented the interview participant’s ideas. Bogdan
and Biklen (2003) describe this process as assigning units of data to the categories.
This first phase demonstrated the usefulness of the categories that I had just created.
Once all the interview responses were assigned to a specific category, I stopped analysis
until the next day in an effort to bring a fresh mind and a new perspective to the
categories.
During day two of data analysis and interpretation, I reassessed my categories
based on the data that was assigned to each one. I then modified some of the categories
by eliminating some and combining others. The categories have a tendency to change
as coding progresses because new understandings of the data may emerge (Bogdan &
Biklen, 2003; Marshall & Rossman, 1999). I then wrote the new coding categories on
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the whiteboard to examine them. One of the goals during this process was to limit the
number o f codes to make the data manageable. According to Bogdan and Biklen
(2003), eliminating categories may be difficult, but analysis is a process of data
reduction. After reducing the categories, I then reassigned some of the interview
responses in my computer where appropriate. I repeated this process two or three more
times on the whiteboard and in my computer until I felt that no new ideas were
emerging and the codes were saturated with the data that applied to this case study. I
then examined and applied the final codes and data as a test to ensure that they were
mutually exclusive and irreducible.
Next, I attempted to group the coding categories based on common themes that
emerged from the data. Once that was completed, I decided to create major codes and
subcodes. Bogdan and Biklen (2003) stated, “Codes categorize information at different
levels. Major codes are more general and sweeping, incorporating a wide range of
activities, attitudes, and behaviors. Sub-codes break these major codes into smaller
categories” (p. 174). Therefore, the teacher and student interview data were categorized
into the following three major codes: the design of the training sessions, the
implementation into the classroom, and the teachers’ and students’ perceptions of the
entire initiative. An example of the coding categories from the interviews and an
example of my process is included in Appendix G.
Throughout the coding process, I sought links among the data as a means to
generate some understanding for the findings. After completing the coding process, I
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analyzed the data to determine how the data answered the research questions. The
research questions are as follows:
1. How was staff development designed and carried out for implementing a
writing initiative during the school years from 2003 - 2006?
2. What changes are perceived by teachers and students in teacher behaviors
concerning classroom practice?
The data addressed the study’s research questions, and they are discussed in Chapter 5.

Validity

All research was conducted in an ethical manner in order to achieve a study that
is both valid and reliable. According to Merriam (2001), there are a variety of strategies
to use to enhance internal validity: triangulation, member checks, long-term
observation, peer examination, participatory or collaborative modes of research, and
researcher biases. Many of these strategies were used to confirm the validity of this
study.
Data in this study were collected using a variety of methods in order to validate
the findings. One important method of checking the validity of the data is triangulation.
According to Marshall and Rossman (1999), “Designing a study in which multiple
cases, multiple informants, or more than one data-gathering method are used can greatly
strengthen the study’s usefulness for other settings” (p. 194). This case study utilized
multiple informants and multiple data sources to strengthen its validity.
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The initial data in this study were collected by utilizing staff feedback in the
form of exit slips completed by the faculty during school improvement days throughout
the staff development initiative. Semistructured interviews were also conducted with
both teachers and students at the end of the two-year implementation process in order to
gain their perception of the process. The interviews were recorded, transcribed, and
then coded for analysis. Finally, numerical data consisting of student writing scores, a
student attitude survey, and the percentage of staff participation of implementing
writing strategies are presented. These numerical data are used as additional descriptive
data but were not statistically analyzed.
In addition, several member checks were conducted with some of the interview
participants to ensure accuracy of their statements. Eight of the teacher participants
reviewed their transcriptions and their quotations used within the study to check
whether or not the words reflected their true thoughts. All of these subjects verified that
their ideas were clearly and accurately conveyed.
Strategies such as long-term observation and peer examination also were
included almost as a default. Long-term observation was part of the data collection
process due to the fact that I work in the building where the study took place, and I had
many opportunities to informally discuss and observe attitudes, behaviors, and reactions
of students and teachers during the three years of the study. In addition, since the study
is a dissertation, peer examination was exercised with fellow doctoral candidates and
the dissertation committee. Further, the members of the school improvement team also
worked with the data and utilized them to plan the training sessions.
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Reliability

Reliability can be a rather tricky issue in qualitative research studies. According
to Merriam (2001), “Reliability refers to the extent to which research findings can be
replicated” (p.205). Reliability ensures that if the study is repeated, the same results
will be produced. One of the issues with qualitative research is that the subjectivity of
the researcher may shape the study. Since human behavior is not consistent, replication
may be difficult. Confirming that the results and conclusions gleaned from the study
are consistent with the data, the focus should not be placed on whether the same results
will be found if the study is replicated, but if proper qualitative protocols were followed
throughout the study. This case study is a snap-shot of a school improvement process at
a particular high school. Although it may be possible to make some generalizations
from the findings or for others to find value for their own settings from the case
presented, many o f the results are site-specific. Yet, despite some of the limitations of a
qualitative research design on the issues of reliability, this study followed prescribed
qualitative techniques and is reliable.
Biases

As a facilitator of the school improvement process and as the sole data collector,
there is a possibility that my presence and my analysis may have a greater amount of
subjectivity. According to Savenye and Robinson (2004), the researcher’s presence and
experiences may bias the way they see the patterns in the data. In this case, the
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interviews themselves may be affected due to the participants knowing that I was an
integral part in the design of the training.
Despite the participants knowing me and knowing my role in the initiative, I
believe that they provided honest answers to the interview questions. I prefaced each
interview by stating that their honest feelings about the process were important and that
I would not take offense to any comments. Based on their attitudes and answers during
the interviews, I believe that my role did not influence their descriptions or feelings. In
addition, the exit slips provided anonymity to each respondent, so their statements
should represent their honest feelings.

Summary

Ultimately, the study describes the school improvement process of a public high
school while implementing a cross-curricular writing initiative. Data were collected
and interpreted as a means to answer both research questions, which seek to determine
the effect o f the design and the implementation of the training. Qualitative data were
collected from both teachers and students throughout and at the end of the study. These
data were analyzed following the protocols of qualitative research to ensure that the
findings of the study are valid and reliable.
Chapter 4 provides descriptions of each staff development session and presents
the categories that emerged from the data. It discusses the findings of the study by
highlighting the results of the interviews and exit slips.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

CHAPTER 4
FINDINGS OF THE STUDY

Overview of the Chapter

This chapter presents the results of the case study. The chapter begins with a
discussion of the work the school performed prior to the two-year implementation phase
of the writing initiative that is the focus of the study. The chapter then describes the
implementation process with specific details from each training session. Data in the
form of staff feedback sheets, referred to as exit slips, were used throughout the process
and were analyzed as a means to keep track of the faculty’s attitudes as the training and
implementation progressed. Interviews conducted at the end of the training and
implementation process were also used to gather faculty and student perspectives after
the training was completed. All the data were coded and synthesized and are presented
in this chapter.
The first part of the chapter describes the events of each of the nine training
sessions and presents the findings gathered from the exit slips. The second section of
the chapter describes the data collected through interviews with both teachers and
students at the end of the study. The data were coded to develop categories and these
categories were synthesized into themes and presented in the chapter. The data from
the interviews is organized into three main themes: (1) the design of the training, (2) the
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implementation process, and (3) the perceptions of teachers and students after the
implementation process.
The data collection methods are reviewed here as part of the introduction to this
chapter. This study focused on the two-year implementation of a cross-curricular
writing initiative in a public high school, but additional data are reported from the year
before the initiative began in order to provide a complete picture of the initiative. The
study collected and analyzed faculty feedback at the end of each staff development
training session in the form of exit slips. In addition, I interviewed 25 participants, 15
teachers representing all academic disciplines in the school and a wide variety of
experience and 10 students representing all levels of academic ability.
Interview questions can be found in Appendices C and D.

Prestudy Information

In order to understand the entire process the study’s high school went through to
select the writing goal, a summary o f the staff development activities, decisions, and
feelings of the faculty that occurred before the commencement of the actual study is
presented in this section. These activities occurred during the 2002-2003 and 20032004 school years and helped determine the specific NCA CASI writing goal. This
section is included to lend clarity to the entire case and help present a clear picture of
the entire process.
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Determining the Goal

During the first two years of the NCA CASI process, staff development
activities focused on creating a mission statement and belief statements to guide the
decision-making process. Then the focus turned to creating the cognitive writing goal
and the following artifacts were utilized: the school profile, belief statements, and
mission statements. During numerous staff development sessions, the entire staff was
gathered in the cafeteria and worked in groups at tables to create goal statements and
provide examples of how each goal could be implemented into the school community.
These statements were narrowed and ultimately the faculty by consensus chose to focus
on “Thinking and Communicating with Clarity and Precision” as the cognitive goal.
Consensus was defined as the majority of teachers supported the initiative, with no
teachers absolutely against it.
The faculty was then asked to reflect on how students in their specific academic
discipline could improve skills and knowledge related to the “Thinking and
Communicating with Clarity and Precision” goal. The data from these exit slips were
utilized to narrow the goal’s focus and craft a specific goal. The exit slips reported on
students’ need to practice communication skills and the need to provide consistency
across the curriculum. One staff member wrote, “We need to develop a communication
to o l throughout the sch o o l com m u n ity that p rovides fo c u s and k eep s it user friend ly.”

Another teacher noted, “Students need to construct and support responses, both written
and orally, in a variety o f formats and settings.” These types of responses illustrated to
the staff that student communication was a need throughout the building, but a
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consistent format was needed to assist each student improve his or her ability to
communicate.
Staff were then asked in an exit slip at the end of one of the sessions what they
as teachers needed to help students improve their skills and knowledge in relation to the
communication goal. The staff reported the importance of receiving training on how to
teach and incorporate communication strategies in their classrooms. One teacher noted,
“We need professional development on ways to construct an effective written and oral
response assignment.” Another staff member responded by writing, “More
strategies/techniques [are needed] in this area to encourage students and we need direct
instruction in writing, reading, and speaking.” It became apparent from the exit slips
and staff comments during the workshops that the staff were feeling somewhat nervous
about teaching writing in non-English classes, so the need for staff development
emerged as a priority before implementation in order to address their concerns.
In addition, staff worried about finding time to embed writing into their
curriculum seamlessly. Many staff members felt that they did not have enough time to
provide writing opportunities to their students, nor did they believe that they had time to
plan methods of implementing it within their classrooms. The staff development team
addressed the following two issues in subsequent training days: finding time to train
teachers on teaching communication skills and providing an opportunity to work with
their colleagues on developing plans.
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Refining the Goal

Utilizing all the feedback from the staff, the next series of staff development
activities focused on understanding and clarifying the goal. These sessions took place
during staff development sessions the year before the training and implementation
commenced. Based on staff feedback, it was determined that the focus of
communicating would include both speaking and writing. Therefore, the staff
development activities centered on narrowing the goal in an effort to determine specific
skills the students needed the most.
In order to do this, the trainers facilitated teacher groups to refine and clarify the
goal. Staff worked during these sessions to develop the specific writing goal and
decided to use the Write Traits rubric (see Appendix B) to assess student writing in all
content areas. During a staff training session, the trainers facilitated an activity to reach
consensus about how the school would use the rubric based on teachers’ belief that
student familiarity with the rubric would assist in implementation. Further, the staff
decided to teach and assess three of the six strands of the rubric: ideas, organization,
and conventions. The staff made this decision to provide consistency among the
content areas and to focus on the same training tool for all teachers. Students were
familiar with the rubric because English teachers in the building were trained on the
rubric and w ere already u sin g it in their cla sses. In addition, the sch o o l district had

adopted its use at all the middle schools.
During the summer before the first year of training, the cognitive training team
decided to focus solely on improving student writing and to disregard the speaking
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aspect of the original goal. The Cognitive Committee reached this decision in an effort
to not overwhelm the staff and students with too many school improvement goals at one
time because in addition to the communication goal there was also a school-wide
responsibility goal the staff would be addressing. The plan was to focus on fewer goals
and do each of them well.
Once the staff made the decision to concentrate on writing, the training focused on
how the teachers might see the goal working within their disciplines. They were also
asked to share their overall feelings about the goal itself. The exit slips reported
excitement about the goal, but concerns about applying writing across the curriculum
also emerged. These same issues emerged from the exit slips during future sessions and
are discussed later in the study.

Summary of Prestudy Process

Observations by the training team and discussions I had with staff members
about the process at this point were generally positive. The training generated
excitement among the staff as they began to realize how this initiative could improve
student writing. As this chapter moves into the implementation discussion, a brief
summary of progress is important. The faculty had communicated through the exit slips
the need for improving student writing and the need for training on writing and on using
the rubric. The training committee utilized the staff feedback to design Year One of
staff development training.
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Trainers and Committee Members

During the two-year training and implementation phase of the study, two
English teachers, who also teach in the building, worked as internal consultants to
design the staff development training activities. Both teachers have had extensive
experience with staff development and teaching writing, and they were trained on the
Write Traits rubric by the Great Source staff. In addition, the cognitive subcommittee
had a representative from every academic discipline in the school, and they supported
the trainers in creating staff development activities and implementing them. As the
study progressed, the committee members served as a training team and as a content
expert and liaison for their specific disciplines. They provided input on the training
design based on their expertise in a specific content area and gathered feedback on the
process from their departmental colleagues.

Year One of Implementation

This section of the chapter describes the staff development procedures for
implementing writing across the curriculum during the 2004 - 2005 school year. In
addition, staff feedback in the form of exit slips after each training session is utilized to
describe the teachers’ perceptions of the usefulness of the training sessions. The
questions on the exit slips were open-ended and evolved over the two-year
implementation process. Since attempting to numerically represent teachers’ responses
would be impossible, I am providing narrative analysis to interpret the exit slips. This
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section is organized by summarizing the staff development activities for each of the five
training sessions and then by presenting data gathered from exit slips. For the purpose
of clarity, I refer to the activities from this year as Year One of implementation, and I
numbered the training days one through five.

Setting o f Training Sessions

Each training session occurred during a designated school improvement day,
and every teacher is contractually required to participate in the activities. All training
sessions were conducted in the school and began with the entire staff gathering together
for fellowship and a continental breakfast. After a brief session of staff celebrations and
an overview o f the agenda for the day, the staff were divided into two groups. One
group would participate in the writing training activities and the other group would be
trained on the other NCA CASI goal of student responsibility. After a designated
period of time, usually around 70 minutes, the two groups would switch sessions.
Each group consisted of approximately 65 teachers, and they were seated at
tables that held four to eight people. This structure was consistent during both years of
training in order to facilitate small-group discussions. Teachers were always grouped
by their content area or by a specific course they taught.

S yn op sis o f Training - D a y O ne

The first day of training during the 2004-2005 school year occurred in the
middle of September, which is about three weeks after the beginning of the new school
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year. The training lasted for 70 minutes, and the goal of this session was to introduce
the initiative and provide an overview of the training for the year. The first activity was
designed to put the teachers in the role of their students, who sometimes are given
vague assignments. The activity began with assigning the following writing prompt:
“Write a letter regarding the mobile classrooms at our high school.” The team decided
to provide ten minutes for the activity because that should provide enough time for each
teacher to get the feeling o f what their students experience. After ten minutes, the staff
were asked to brainstorm in their groups what made this assignment difficult to
complete. After some groups reported their feelings of frustration over the vagueness of
the prompt, the staff were then asked what would have made the assignment easier.
Once the teachers began to understand how their students may feel about some
assignments, a model called PAR was introduced and explained in a lecture format and
small golf pencils were distributed to help teachers remember the strategy. PAR is an
acronym that stands for Purpose, Audience, and Role. It structures assignments by
providing a clear purpose for the piece, providing an audience for the writer to address,
and providing a role for the author to assume. This strategy provided the structure of
this entire staff development process and was created by the trainers with the help of
many writing texts to help teachers create better writing assignments and create a
memorable term. According to the trainers, PAR should be used on all writing
assignments for both the writer and the reader to ensure clarity in written
communication. Once teachers seemed to understand the PAR model, they reflected in
their groups about how they may already use PAR in their instruction as a method to
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gain confidence. The training committee decided it was important to apply the new
learning during the session, so the staff were provided time to work in groups to create
PAR assignments specific to their disciplines. The staff were then asked to implement a
PAR writing assignment in one of their classes to continue the application and to bring
a couple of student samples to the next staff development session in October. A
facilitation guide used by the trainers during this session is provided in Appendix H as
an example.

Staff Feedback on Training - Day One

At the end of the training, the training committee asked the staff to fill out exit
slips in order to provide feedback. Sample exit slips are provided in Appendix A. The
exit slips consisted of questions that asked for the staffs overall comments and feelings
about the training and what role PAR already plays in their classrooms, if any. Overall,
the staff had a positive attitude about this session, and there seemed to be excitement in
the room as teachers discussed how this would impact their students. Most of the
negative reaction came from teachers who could not envision using the PAR method in
their classrooms and from those who realized that they would actually have to
participate in the initiative. The data from the exit slips is presented using the following
themes: (1) confidence using PAR within curriculum, (2) time, and (3) implementation
issues across curriculum.
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Confidence Using PAR Within Curriculum

The data representing the feelings of teachers who felt confident teaching
writing reported different feelings of confidence. Teachers commented on how specific
some of their current writing assignments are, but noted how they do not use all aspects
of the PAR technique. Many teachers reported that their assignments usually leave out
the “role” aspect of PAR. The following statement from one of the teachers in the
building summarizes the feelings of other teachers in this category. This teacher
realized that he only uses parts of PAR: “Many of my assignments are purpose driven,
but audience is an area that I easily overlook. My assignments would probably be more
engaging if I also included the audience and the role.” Teachers also commented on
how they could see how PAR would help make their assignments more real for the
students.
The data also described how teachers realized that PAR helps produce real-life
situations for students to write about. A social studies teacher stated, “I use PAR in my
class all the time. Students frequently respond to historical situations as if they are
members of a certain group or person.” Other teachers mentioned how their students
take on the role of a scientist or historian through their writing. At this point in the
training, teachers made connections to their current practice and began to understand
h o w P A R m a y help their assignm en ts in the future.

Another category that emerged under this theme was that the training created
confidence in teachers. The confidence increased for many teachers when they realized
that they may already use the PAR format, and that made it seem easier for them to
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implement it. After the training session, many teachers seemed confident about using
PAR in their classrooms and these feelings are best represented with the following
statements from two different teachers: “This is really cool! Sometimes we need the
obvious explained to us so we can mainstream it.” The second teacher reported, “This
should be a natural thing to do. This is common sense. I feel confident I can make
PAR work for me and my students.” Teachers gained confidence during the first
training session, but issues with finding time also emerged.

Time

The comments from teachers that focus on time are presented in this section.
Teachers were worried about having time to plan the assignments and finding time to fit
them into the curriculum. Teachers worried about implementing PAR without
negatively impacting the content of their curriculum. The feelings of these teachers are
best captured by the following statement: “Admittedly, I am feeling a little anxiety.
Will I be able to teach writing well and grade it thoroughly along with everything else I
teach? Obviously this approach works better in some classes than others, so be careful
not to infringe on class time too much.” Besides finding time to develop writing
assignments, teachers were also concerned with the appropriateness of implementing
writing in every class.
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Implementation Issues Across the Curriculum

Many teachers had issues with the concept of implementing writing across the
curriculum. Some teachers were struggling at this point to discover how using PAR
was an effective technique in their classrooms. Comments from the math teachers
focused on finding applicable situations to implement writing within their curriculum.
Their feelings are represented by the following piece of feedback: “How can I
implement this in my math classroom without impacting my curriculum? It seems like
this applies better to English and history.” The technology education teachers worried
about the impact on their students: “I am somewhat reluctant when so many of my
students enroll in my class to get a break from the limited success that they sometimes
experience in other academic classes.” These teachers left the session wondering how
to apply PAR in varied settings.

Synopsis of Training - Day Two

The second day of training during the 2004-2005 school year occurred in the
middle of October, about four weeks after the first training session. The training lasted
for 70 minutes and began with a review using PowerPoint to show staff feedback from
the previous training session. While collaboratively working in common academic
d iscip lin e groups, the s ta ff shared the P A R assignm en t th ey had p reviou sly

implemented in one of their classes and began a brief discussion about the Write Traits
rubric focusing on the three strands chosen as the focus for students. The trainers then
used a lecture format to present an introduction to the rubric, so the staff could gain a
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general understanding of it. Working collaboratively, teachers then reviewed the
students’ writing samples they brought with them to help develop a subject-specific
definition of what a “good” paper looks like. The groups then brainstormed what they
believed their students needed in order to be successful in this endeavor based upon
what they believed their students’ needs were. The staff were then asked to create and
implement another PAR assignment and bring student samples from that assignment to
the next staff development session in November. Before the teachers left the session,
they filled out an exit slip and turned in the PAR assignment they had implemented in
their classes before the session.

Staff Feedback on Training - Day Two

At the end of the training, the staff filled out exit slips in order to provide
feedback to the training committee. The exit slips consisted of questions that asked the
staff to reflect on using PAR to frame writing assignments and what their impression of
PAR is from both a teacher’s and student’s perspective. Generally, there was more
positive feedback after the second training session than after the first session. It seemed
that more of the staff supported the initiative with fewer reservations. Some issues still
lingered about finding time to implement writing, but not enough to emerge as a theme.
However, some teachers were beginning to feel overwhelmed by the prospect of
continuing to implement and assess PAR assignments. Their feedback is presented
using the following themes: (1) teacher perception, (2) implementation issues across the
curriculum, and (3) PAR not implemented.
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Teacher Perception

In analyzing the comments categorized under the theme of teacher perception, I
report on teacher descriptions about their perceptions of implementing the PAR
strategy. Some teachers had revelations after implementing PAR in their classrooms as
they realized its effectiveness as a tool for writing assignments. Teachers began to
realize how PAR may also lead to improved student performance: “I think that PAR
really helped me create a better writing assignment. The clearer it was to me, the more
refined my expectations were for them.” Another teacher reported how the PAR
strategy generated student interest in the assignment: “I liked using PAR because it
made me develop a more interesting assignment for my students, and I was surprised
that all students were actively engaged in the writing.” Teachers also reported their
perceptions of the students’ attitudes toward PAR.
The teachers were asked to give their impressions of PAR from a student’s
perspective after implementing it once in their classrooms. Their impressions described
how students enjoyed changing roles and how the format seemed simple for them to
follow. The following teacher statement best represents these impressions: “The
students enjoy changing their role or framework for writing, rather than just from
student to teacher.” Despite some of these successes in the classroom, some teachers
w ere still struggling w ith the initiative.
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Implementation Issues Across the Curriculum

Some teachers continued to find difficulty implementing PAR in their
disciplines. There remained teachers who believe that writing does not belong in every
course. The majority of the comments about the applicability of PAR came from the
math teachers after this training session. The feelings of these teachers are illustrated
with the following math teacher’s comment: “We don’t feel that teachers should be
making up assignments which don’t fit the curriculum.” Despite adjustments to the
training, these feelings continued to emerge from certain departments within the school
throughout the training.

PAR Not Implemented

Another theme that emerged after the second day of training was the lack of
compliance from some teachers. There remained a portion of teachers who had not
attempted to implement a PAR assignment in their classrooms during the month
between the training sessions. Teachers reported waiting for the appropriate time to
implement a writing assignment in their curriculum. Those feelings are represented by
the following teacher’s statement:
To date, I have not instituted PAR in the classroom. This is due in large part to
the vast amount of foundational knowledge that the students need prior to
b egin n in g w ork in the lab. I intend to address this initiative w h en the

opportunity presents itself - when it is a good fit with the classroom/lab
activities.
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The fact that some teachers had not implemented PAR before the second training
session produced some negative feelings from other staff members and apparently
reduced the effect o f the training for those people during the session.

Synopsis of Training - Day Three

The third day of training during the 2004-2005 school year occurred toward the
end of November, about five weeks after the second training session. The training
lasted for 75 minutes, five more minutes than the previous two sessions, and began with
a focus on the idea strand o f the Write Traits rubric. The trainers again used an activityfocused strategy that allowed for teacher practice and materials development during the
session. While working collaboratively, teachers used the samples of student work they
brought from the PAR assignment they had implemented between the training sessions
to gain practice using the idea strand of the rubric. This activity was meant to create a
familiarity with what a 1 - 6 on the rubric means when assessing writing. The trainers
then discussed how to “unpack” an assignment as a means to make sure that the
students are clear on the expectations of the assignment. Next, the trainers conducted a
brief lecture on thesis statement development and provided a very basic formula for
writing thesis statements to staff as a model. After that, the trainers facilitated a largegroup discussion on the importance of providing evidence in papers. Providing
appropriate evidence is how students perform well on the idea strand of the rubric, so
the trainers discussed the difference between telling versus proving as a means to
provide effective evidence. Finally, teachers were provided time to create another PAR
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assignment. They were asked to implement it and to bring student samples to the next
training session in February.

Staff Feedback on Training - Day Three

At the end of the training on day three, the staff completed exit slips in order to
provide feedback to the training committee. The exit slips were designed differently
than the previous sessions. They asked staff not only to provide comments on specific
questions but also to circle their level of comfort on five questions that were the focus
of the training on this day. The Likert-type scale provided the following headings: very
comfortable, comfortable, somewhat comfortable, and uncomfortable. The feeling of
the staff after this session seemed to be somewhat less positive than the previous two
training sessions, and teachers’ feelings generally ranked on the scale between feeling
comfortable and somewhat comfortable with the skills presented in the training.
Informally, staff commented on how much the visuals used during the presentation
assisted their learning, but they felt like too much information had been presented too
quickly. Some of the new skills that were introduced were utilizing the idea strand of
the rubric, unpacking the assignment, creating thesis statements, and using strong
supporting evidence. Subsequently, some teachers felt overwhelmed by the session.
Staff were also heard complaining about the limited time they had during the session to
design their next PAR assignment. The feedback is presented by the following three
themes that emerged from the data: (1) teacher perception of effectiveness of training,
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(2) implementation issues across the curriculum, and (3) lack of understanding and
practice.

Teacher Perception of the Effectiveness of Training

One theme that emerged from the data was the teachers’ perceptions of the
effectiveness of the training. According to the Likert-type rating scale, teachers felt
either very comfortable or comfortable with the training session activities, and they
reported that they generally gained a better understanding about teaching writing.
Further, they reported that they could effectively incorporate writing into their
curriculum. Some of the teachers’ responses commented on the use of visuals in the
PowerPoint to enhance the presentation. Other teachers reported how the training
increased their comfort level with teaching and assessing writing. These feelings are
best represented with the following quotation from one of the teachers: “I feel much
more comfortable [using the idea strand] than when I came into the room. The visuals
really help me! I bet they would help the students too.” The strategies and presentation
methods the trainers chose for this session received a positive response from many of
the staff.

Implementation Issues Across the Curriculum

In analyzing the comments from the staff after the third day of training, some
teachers continued to see it as difficult to implement PAR in their classrooms. Teachers
continued to struggle with implementing writing in all academic disciplines. By the end
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of this training day, the negative responses to the cross-curricular implementation grew
stronger. Teachers began to question what was being taught in English classes, and
they continued to worry about the impact on their curriculum. The following teacher’s
feelings help summarize the feelings of others in the room: “I am not an English
teacher. I am not a writing teacher. We seem to go deeper into English and writing
training - what about my curriculum? Is it less important?” The feelings of the
teachers at the end of this training session began to turn negative and resentful.

Lack of Understanding and Practice

Feedback categorized under this theme described teachers’ frustration with the
method of instruction and the amount of new material presented during this session.
Teachers reported having a difficult time understanding all the new skills that were
taught during the session. These feelings are represented by the following teacher
comment: “Way too much information covered in too short amount of time to reach
understanding and be able to implement.” Another teacher appreciated the new
knowledge, but also felt a little confused by the end of the session: “Wow! This was a
lot of information about how to teach writing in a short amount of time. I think it is
good, but overwhelming.” These feelings may have been more prevalent after this
session because the trainers decided to alter the design of this session in order to teach
more aspects of writing. The limited amount of time they were allotted for the session
dictated the training design methods. Finally, a teacher requested help to facilitate the
learning: “Is there a way English teachers could be split up to be ‘experts’ for each
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group?” The last comment was utilized during the design of year two of the
implementation process.
Teachers also reported that time to practice some of the new skills would aid
their understanding. These teachers commented that planning and practice with the new
writing strategies would increase their comfort level. One teacher noted, “I think I need
to spend some time working and implementing this approach in order to feel more
comfortable.”

Synopsis of Training - Day Four

The fourth day of training during the 2004-2005 school year occurred during the
middle of February, about three months after the previous training session. The training
lasted for 80 minutes, an increase of five minutes from the previous session and ten
minutes from the first two sessions. Utilizing feedback from the previous training
session, the trainers began the session by conducting a large-group discussion utilizing
PowerPoint as a support to address faculty confusion on how PAR and the Write Traits
rubric connected to support each other. The next activity examined methods of
changing or modifying the rubric to support a particular PAR assignment to give
students feedback on their growth in ideas, organization, and conventions. The focus of
the session was to understand and utilize the “organization and conventions” strands of
the rubric when assessing writing. Individually, teachers practiced scoring student
papers using the three strands of the rubric and shared any issues and success with
writing with their group members. In addition, the trainers presented strategies via
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PowerPoint to help students succeed on each strand. The trainers again asked the
teachers to create a PAR assignment and to implement it in their classrooms before the
April school improvement day. They were also asked to bring three samples of student
writing from that PAR assignment to the April training day.

Staff Feedback on Training - Day Four

The trainers gathered data from the staff regarding the effectiveness of their
training and the implementation of the writing initiatives within the classroom. The exit
slips followed a similar format to the previous training session. The staff were asked to
provide comments regarding the extent to which the training sessions helped support
each teacher while learning the writing strategies. The exit slips also asked the extent to
which each teacher had been implementing writing strategies within their classrooms.
Teachers were also asked to identify their level of comfort on a Likert-type scale. The
scale’s continuum was listed as follows: Strongly, Moderately, Slightly, and Not at All.
The first question on the exit slip was: To what extent have the Thinking and
Communicating staff development training sessions helped to support you as a staff
member in learning writing strategies that can increase student performance? The
results of the survey are reported in Table 2. These results show that 58% of staff who
participated in the survey believed that the four training sessions had either strongly or
moderately helped them learn writing strategies that could increase student
performance. In contrast, 41% of staff who participated in the survey believed that the
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four training sessions had only slightly helped or had not helped them at all learn
writing strategies that can increase student performance.

Table 2
The Extent to Which Training Sessions Have Supported Staffs Learning of Writing
Strategies
Strongly

Moderately

Slightly

Not at All

28

31

39

3

The second question on the exit slip was: To what extent have you as a staff
member been implementing strategies within the classroom and giving students
feedback regarding the ideas, organization, and conventions they use within their
writing? The responses to the survey are reported in Table 3. These results illustrate
that 57% of teachers who participated in the survey felt they either strongly or
moderately had been implementing strategies within the classroom and providing
feedback on the three strands of the rubric. In contrast, 43% of staff who participated in
the survey stated that they had only slightly implemented or had not implemented any
writing strategies in the classroom. The data presented in Tables 2 and 3 show a similar
number o f responses in each category and therefore reflect that the teachers who
generally found that the design of the sessions supported their learning also
implemented writing in their classrooms.
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Table 3
The Extent to Which Teachers Have Been Implementing Writing Strategies in the
Classroom
Strongly

Moderately

Slightly

Not at All

27

28

36

6

The majority o f staff felt the training had been helpful and were implementing
these new skills into their classrooms. Nevertheless, teachers continued to feel that too
much information was presented and that more content-specific strategies needed to be
presented. They also felt that the design of this session was too reliant on lecture, so the
staff resented being passive learners for most of the session. After receiving positive
feedback during the first two training sessions, the last two produced a very different
feeling among the staff. Further, there remained a significant portion of the staff that
did not find writing applicable in their disciplines, despite the efforts of the trainers to
provide specific examples for them. Additional data representing staff comments on the
process after the fourth training session are presented using the following three themes:
(1) design of training, (2) suggestions, and (3) implementation issues across the
curriculum.
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Design of Training

The comments representing the design of the training sessions ranged from
teachers who feel that the sessions have been helpful to teachers who feel that too much
information was being presented in a short amount of time.
The teachers who found the sessions helpful reported that they thought the
format of the sessions assisted their learning. Their comments generally reported that
teachers enjoyed the method of presentation during this session, and many enjoyed the
PAR strategy. The following teacher’s comment represents these feelings: “I like
PAR! These sessions had really great information - it is both applicable and helpful.”
Despite the positive feelings o f many of the staff, others found it difficult to understand
some of the content of the sessions.
Some teachers reported that the number of different activities and the lack of
interaction during this session decreased its effectiveness. These teachers once again
felt that too much was being presented at one time. Even supporters of the initiative
found it difficult to keep pace with the session: “Too much at one time - I’m committed
to the goal, and I had a hard time following and determining what the emphasis was
today.” Other teachers found the lack of collaborative time with their colleagues and
the lecture format for a portion of the presentation troubling. The following statement
represents th ese feelin gs:

On a presenting note - Our trainers should model good teaching strategies and
techniques. In no way should we have been talked to for 30-45 minutes. For
example, if you really want us to use the writing process, why not make it into a
puzzle and let us discuss the order and how we could implement it. We are too
passive!
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The design of this training session was not very successful for many teachers, and this
was the second training session in a row that many of the faculty felt that the design of
the session hindered their understanding.

Suggestions

In addition to the feedback on the design of this training session, teachers also
offered suggestions to alter the training for the following year. Teachers’ comments
focused on tailoring the training sessions to meet the needs of content areas. Teachers
requested grouping the staff by subjects they teach rather than disciplines and focusing
on writing using subject-area skills. The feelings of many teachers are summarized best
by this statement: “These days should be tailored to each subject area. Help us become
stronger in what we teach.” Once again, the trainers utilized this feedback to help
construct the training for the following school year. There is more discussion on these
ideas during the section in this chapter on Year Two of implementation.

Implementation Issues Across the Curriculum

Once again, teachers see it as difficult to implement PAR in all disciplines.
Some teachers continue to feel that writing is not appropriate in every classroom. This
is a them e that has em erged from the data during every sta ff training sessio n . It appears

the same disciplines: math, physical education, music, and technology education
continue to struggle with the writing initiative. The comment that best summarizes the
feelings of these teachers is: “I don’t do this kind of writing in my classes” and “I don’t
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really think it applies to my subject.” These teachers continued to feel teaching writing
is the job of the English teachers and did not see how it was applicable in their classes.

Synopsis of Training - Day Five

The fifth and final day of training during the 2004-2005 school year occurred
during the middle of April, about two months after the previous training session. The
80-minute training session was consistent with the previous session. For this session,
the staff were grouped by academic disciplines in order to facilitate the activities
planned for this final session of the year. Each teacher was responsible for bringing
three examples of student work from a PAR assignment that had been implemented in
the classroom. The purpose of this session was to give teachers an opportunity to
practice scoring student papers using the three strands of the Write Traits rubric. The
trainers provided a sample essay and worked with the staff as they assessed the model
as an example. In an effort to establish interrater reliability, teachers then exchanged
their student papers with another teacher and scored them using the rubric. Each set of
papers was graded by two or three different teachers to help establish interrater
reliability and to help teachers generate some confidence in their ability to assess
student writing. Having teachers of the same academic discipline provide feedback on
student work and discuss these results created an informative and inquisitive session.
This session gave the staff an opportunity to work on building consensus and uniformity
in decisions regarding writing.
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Staff Feedback on Training - Day Five
At the end o f the training, the staff completed an exit slip that was developed as
a needs assessment for the following year of training and as a measure of the teacher’s
perception of the process after the first year of training. This feedback was used to plan
the final four training sessions during the following school year. Informally, the staff
expressed appreciation for the efforts of the trainers and the design committee. The
tone of the staff seemed positive by the end of the session, and the staff feedback
became more positive again. Many staff members were beginning to feel more
comfortable with the writing initiative and left this session feeling confident in their
ability to use the rubric to assess student work. Many staff members appreciated the
consistency that the PAR model and the Write Traits rubric provided, but there was still
a portion of the staff that did not see writing’s relevance in their courses. The feedback
is presented by two themes: (1) teacher perception of the process and (2)
implementation issues across the curriculum.

Teacher Perception of the Process

The comments categorized under this theme describe teachers’ perceptions of
the initiative and their feelings about PAR and the Write Traits rubric. Teachers
commented on their perceptions of the success of the writing initiative after one school
year by describing the comfort level of their students using PAR and the effect the
teachers are observing in students’ writing. The following teacher’s comment best
summarizes these feelings: “My students are very comfortable with it. I know this will
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help students to clearly understand what good writing looks like - and to transfer their
skills from one class to another.” Many teachers shared their enthusiasm of the training
sessions and incorporating writing across the curriculum.
Many teachers also felt that having a consistent model for designing writing
assignments and assessing writing was beneficial to students. One teacher stated,
“Consistency was beneficial to all of my students, especially my special education
students, who can be confused when the expectations are different from class to class.”
Consistency throughout the school was an idea that was important to many teachers in
the building.

Implementation Issues Across the Curriculum

In analyzing the comments throughout this first year, the main area that
continued to emerge from the data was that some teachers saw it as difficult to
implement PAR in their disciplines. This theme has been consistent since the beginning
of the training and still remained an issue after the first year.
Many teachers had strong feelings about how this initiative could impact their
classrooms. Staff worried about how implementing writing would affect the attitudes of
the students who chose to take their class: “I can see possible rebelling on writing
depending on if they all have to write in every class a lot.” Teachers from music and
physical education were more concerned with assessing writing based on the number of
students they had in all their classes. One teacher stated, “This is difficult to do this
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with 200 plus students.” The issues of implementation for some staff remained fairly
consistent throughout the year.

Needs Assessment

Staff members also completed a needs assessment after the training session to
help the cognitive training committee plan the staff development activities for the
following year. Generally, the feedback echoed some of the previously mentioned ideas
by teachers for future training. One teacher mentioned, “It would be helpful to allow us
to work in groups with teachers who teach the same classes that we do. We did that
today, and it was very effective for me.” Another teacher was looking for more expert
guidance: “I think it would make many of us feel better if we could have an English
teacher in our group to be our writing expert and guide us through this process.”
Finally, the most common piece of feedback is represented by this quote: “We need
time to work with our colleagues to develop these PAR assignments during the staff
development days.” The training committee reviewed this feedback and tailored the
second year of training to meet the needs of the staff.

Numerical Data

As part of the accreditation process, the school collected additional data to meet
the requirements of NCA CASI. The data consist of two items: (1) the percentage of
teachers who implemented PAR in their classrooms and (2) data from the senior survey.
The training committee reviewed that data, in addition to the feedback from the staff,
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and designed the second year of training by utilizing that information. These data are
presented later in the chapter after the description of the second year of training.

Summary of Year One of Implementation

The Cognitive Committee utilized the staff feedback from the previous year to
develop the training for this year. Two English teachers in the building had been
utilized as consultants to design the training model and each individual session. The
trainers were assisted in their design by the Cognitive Committee. Their knowledge and
expertise were instrumental in providing the staff with high-quality instruction and
opportunities for learning. The training was generally well received by the faculty and
implemented to some degree in most classrooms.
The staff development activities were well planned and organized to help
facilitate teacher learning. First, teachers were trained in using the PAR model to create
writing assignments and had lessons on some of the basic components of teaching
writing. In addition, teachers received extensive training on using three strands of the
Write Traits rubric. They experienced training on the ideas, organization, and
conventions strands of the rubric, and they were able to practice assessing student work
using it. Staff was also able to assess other teachers’ student writing samples as a
means to establish interrater reliability. Some teachers were still not comfortable
implementing writing within their curriculum, but the training staff continued to search
for methods to assist them. In the end, the staff were generally positive about the
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writing initiative and looked forward to seeing improvement in student writing on class
work. Additional numerical data are discussed later in this chapter.

Year Two of Implementation

A description of the staff development procedures for implementing writing
across the curriculum during the 2005 - 2006 school year is detailed in this section of
the chapter. The activities from this year are referred to as Year Two of
implementation, and the training days continue the numbering system from the previous
year. Therefore, the final four days of training are numbered six through nine.
The training during this year focused on helping teachers implement more
writing strategies into their curriculum. Based on staff feedback from Year One, the
training committee altered the design of the staff development sessions from the
previous year. Teachers were grouped with colleagues who taught the same subject and
were assigned an English teacher to serve as their writing expert and mentor. The
trainers also continued to try to illustrate logical opportunities for implementation in the
subjects that were still struggling to find relevance in their discipline.
The plan for the year was to teach a new writing strategy during each staff
development session and to provide time to develop a PAR assignment that helped
implement the new strategy. Between training sessions, each member o f the group was
required to implement the new PAR assignment within their classrooms and to gather a
sample of student data to put in a binder as evidence of work and growth in their area.
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A total of four PAR assignments were to be implemented by each teacher throughout
Year Two.
The data gathered from the exit slips after each training session were utilized to
describe the teacher’s perception of the usefulness of the session. This section is
organized by detailing the staff development activities for each of the four training
sessions and presenting teacher feedback on the activities. The teacher feedback data
were presented in a different form this year because the district required numerical data
on the effectiveness of the training sessions, so a Likert-type rating scale was used after
each session instead of narrative comments from the teachers.

Changes to School Environment

There were a few changes in the school during the second year that may have
affected the implementation of the writing initiative. First, the school had a new
principal, since the original principal had retired. In addition, the district was beginning
to implement a new K-12 school improvement plan called SMART Goals, and the
district’s two high schools were also working on an initiative through Brown
University’s Education Alliance called High School Redesign. This meant the attention
of the staff was now divided among many different school improvement initiatives
instead of keeping their focus on the original two goals of the school.
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Synopsis of Training - Day Six

The first day of training during the 2005-2006 school year, which is referred to
as training day six, occurred in the middle of September, about three weeks after the
beginning of the school year, and lasted for 70 minutes. Timed writing prompts
administered to all ninth- and tenth-grade students the previous April were scored
according to the ideas, organization, and conventions strands of the Write Traits rubric
to be used to inform future training. The data reported that the ideas strand was the
weakest for the freshman and sophomore students. In order to support the students’
learning in this area, the training committee decided to focus their instruction on
students’ support for their ideas.
The design of this session utilized lecture and PowerPoint to review the data
from the previous year. The direct instruction method was continued when a new
writing strategy was introduced. The session concluded using collaborative groups to
begin planning the implementation of the new writing strategy. To begin the work for
this year, English teachers were separated from the rest of the staff to receive training
on serving as mentors to other academic discipline groups for the remaining training
sessions. The remainder of the staff spent time learning the structure of the training and
specific strategies for the year. The session began by allowing the teachers to form
groups w ith other teachers w h o taught the sam e subject, and then the trainers offered a

brief review o f the previous year’s work using PowerPoint and a lecture format. The
staffs task was to focus on creating PAR assignments for a particular course throughout
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the year. Each group was given a blue folder that would act as a portfolio to archive the
goals, objectives, and student work samples throughout the year.
During this session, a strategy called PRAISE was introduced to the staff. The
purpose of PRAISE is to ensure that student writing is Plentiful, Relevant, Accurate,
Interesting, and Specific and that Evidence is used to support all of the ideas that are
presented throughout a student’s writing. The design of the session provided time to
work in their groups to develop a PAR assignment that utilized the PRAISE strategy.
The staff were reminded to implement this assignment and to bring student samples to
the next training session.

Staff Feedback on Training - Day Six

At the end o f the training, the staff were asked to provide feedback on the
session. Analysis o f exit slips from 115 teachers produced the results in Table 4. The
staff answered three different questions and ranked their responses on a Likert-type
scale. The numbers on the scale were explained as: 1 = Not at all, 2 = Somewhat
helpful, 3 = Pretty sure I’ve got it, and 4 = Totally.
The data gathered from the exit slips after this session were used to design the
next training session. The data showed that the staff left the session generally feeling
that they understood the goals and expectations for the year, as well as understanding
the portfolio requirements for the year. The comments on the exit slips also showed
that the staff did not feel that they had enough time to create, identify, or fully discuss
their goal for the year. Teachers from science and math demonstrated an especially
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negative attitude during this session. Many teachers expressed the need to be provided
more time during the session to complete the assignments. The training staff examined
this issue closely during the planning of training session seven.

Table 4
Average Score of Staff Responses to Training Day Six
Question

Average Score

Today’s session has helped me to increase
my knowledge of cognitive goals and
expectations for this school year.

This session has helped me understand the
cognitive portfolio requirements for this
year.

In this session, we formed groups and
created/identified/discussed our
course/subject area goal

3.03

3.03

2.84

Synopsis of Training - Day Seven

The second day of training during the 2005 - 2006 school year, which is referred
to as day seven, occurred in the beginning of October, which is about three weeks after
the previous session. This session was designed to utilize cooperative learning groups.
The assessment of the writing samples was done collaboratively to ensure interrater

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

108
reliability and to gain feedback from the English mentors. Once again, the trainers
utilized lecture supported by PowerPoint to teach a new writing strategy. The training
session lasted for 75 minutes, about five minutes longer than training day six. Utilizing
the English mentors, teachers assessed student work according to the ideas strand of the
Write Traits rubric and pointed out examples where their students had used their writing
to “show” rather than just “tell” information. The trainers also worked with groups who
needed help defining their course/subject goal for the PAR assignments.
The trainers introduced a new strategy to help students build evidence called “3short/l-long.” This strategy helps students construct understanding by stating a piece of
information and then supporting it with either three short examples or one long example
of evidence. By doing this, students build a broader base of understanding and can
communicate their true thinking and understanding. The remainder of the session was
utilized by the groups to work on creating a second PAR assignment that incorporates
the 3-short/l-long strategy. The trainers reminded teachers that they needed to
implement this new assignment and bring student samples to the next training session.

Staff Feedback on Training - Day Seven

At the end o f the training, the staff provided feedback on the session. Analysis
of exit slips from 118 teachers produced the results in Table 5. The staff answered two
different questions and ranked their responses on a Likert-type scale. The numbers on
the scale were explained as: 1 = Not at all, 2 = Somewhat helpful, 3 = Pretty sure I’ve
got it, and 4 = Totally.
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The data gathered from this session were used to design the next training
session. The data reflect the effect of allotting additional time to finish the goal
creation. Approximately the same number of teachers completed the exit slips after
days six and seven. After day six, the staff had scored the same question at 2.84 and
after day seven the score jumped to 3.49. Apparently, using staff feedback from the
previous session allowed time for staff to finish their goals.

Table 5
Average Score of Staff Responses to Training Day Seven
Question

Average Score

In this session, we
created/identified/discussed our
course/subject goal.

3.49

In this session, we created/identified our 2nd
PAR and incorporated the 3 short/1 long
strategy.

2.74

Although the training staff allotted 40 minutes of group time, the data also
reflect the fact that many teacher groups were not able to finish creating their second
PAR assignments. This may be due to groups still struggling to understand the new
concepts, or they may be struggling to find a seamless way to embed the writing into
their curriculum. Informally, the feeling of the staff seemed positive at the end of this
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session despite some not being able to create their second assignment. They
appreciated the time that was provided to them during the session and felt good about
the initiative.

Synopsis of Training - Day Eight

The third day of training during the 2005 - 2006 school year occurred toward the
end of November, which was about six weeks after the previous training session. The
training lasted for 75 minutes. The training design allowed teachers to experience
writing as a student during a model timed writing assignment and to work
collaboratively to create meaningful assignments for their students. The session began
with a review o f the 3-short/l-long strategy. The trainers conducted a review of the
expectations for second semester to help ensure that the staff understood their
responsibilities for the remainder of the year. Then the teachers experienced a timed
writing situation. The remainder of the time, about 50 minutes, was provided for the
staff to work on creating the third and fourth PAR assignments. These assignments
were due in March, even though there was no training session, and April, respectively.
Staff also had the option to learn another strategy, called Evidence Sandwich, if they
felt they wanted to try a new strategy. Only a few teachers opted to learn this strategy.
Since the school was also beginning a new school improvement initiative, the
February staff development day was dedicated to working on the new plan, and no time
was provided for the writing goal.
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Staff Feedback on Training - Day Eight

Feedback was once again collected in order to help plan the training for the last
session in April. Analysis of exit slips from 124 teachers produced the results in Table
6.

The teachers answered three questions and ranked their responses on a Likert-type

scale. The numbers on the scale were explained as: 1 = Not at all, 2 = Somewhat
helpful, 3 = Pretty sure I’ve got it, and 4 = Totally.

Table 6
Average Score of Staff Responses to Training Day Eight
Question

The review of 3-short/l-long increased my
understanding of that strategy.

In this session, we worked on/created our
3rd and 4th PAR assignments.

I’ve noticed an improvement in student
writing using the 3-short/l-long strategy.

Average Score

3.31
*There werenoscores of “Not at All ”

3.10

2.30
*There were 12 teachers who reported
that they hadnot introducedthestrategy.

These data reflected feelings of the staff after the eighth day of training. The
staff reported that the instruction and review of the 3-short/l-long strategy was very
effective. The score o f 3.31 placed teacher understanding of the strategy between
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“Pretty sure I’ve got it” and “Totally got it.” The data also revealed that most of the
staff was able to begin working on their third and fourth PAR assignments. Providing
time was a main goal of the training team, which is why they allotted 50 minutes of
group work time into the session. The additional time to work collaboratively again left
the staff feeling satisfied with the session. Nevertheless, teachers expressed some
positive feelings about the training coming to an end soon.
The data also revealed the low number of teachers seeing any improvement in
student writing after implementing the 3-short/1-long strategy. The reasons for this
may be due to lack o f proper instruction on the strategy or perhaps the students needed
more practice with the strategy. The data that concerned the training committee the
most was the fact that 12 teachers out of 130 had not implemented the strategy into their
classrooms.

Synopsis of Training - Day Nine

The fourth day of training during the 2005 - 2006 school year, which is referred
to as day nine, occurred in the middle of April, about five months after the training day
eight. The training lasted for 40 minutes and consisted of working in groups to assess
student writing the teachers had brought with them. It is important to note that at this
point in the year, the focus o f staff development was on the Brown University initiative.
Therefore, the final session was for the sole purpose of assessing student work and to
collect data for NCA purposes.
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The session occurred in the cafeteria with the entire staff participating at the
same time. During this session, each teacher was responsible for bringing three
examples of student writing from the last PAR assignment that had been implemented
in the classroom. The purpose of this session was to give teachers an opportunity to
practice scoring students’ papers using the three strands of the Write Traits rubric and to
receive feedback from colleagues on their ability to assess student writing. The trainers
provided a sample essay and worked with the staff as they assessed the model as an
example. In an effort to establish interrater reliability, teachers then exchanged their
student papers with another teacher’s student papers and scored them using the rubric.
Two or three different teachers graded each set of papers to help establish interrater
reliability and to help teachers gain confidence in their ability to assess student writing.
This was the exact same process that the staff used during the final training session of
the previous school year.

Staff Feedback on Training - Day Nine

At the end o f the training, the staff completed exit slips that asked about their
confidence in implementing writing in their classrooms. The exit slip consisted of only
one question that related to the staffs perceptions of the effectiveness of the writing
training. The data are presented in Table 7.
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Table 7
Staff Responses to Overall Effectiveness of Training
Question: I understand how I can continue to use PAR, 3-short/1-long, and/or other
strategies to create writing assignments in my classroom to assess students’
ideas, organization, and conventions.
Descriptors

Responses

Yes, I feel comfortable knowing how to
design writing assessments and could offer
assistance to others.

36

Yes, I feel comfortable knowing how to
design my own writing assessments.

Sometimes it would be helpful if I could
get assistance on designing writing
assignments.

I really need help designing writing
assignments for students in my class.

60

22

0

The data illustrate the staffs confidence in implementing writing in their
classrooms after they had completed the training. Only 19% of the staff felt that they
may occasionally need assistance designing writing assessments in their classes. The
data also reflect that 81% of teachers felt that they were comfortable designing their
own writing assessments. In addition, 31% of them felt they had mastered the concept
to the point that they could teach it to others.
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Some teachers celebrated the end of the training and the end of any expectations
of implementing writing in their classrooms. Many also expressed how much
confidence they had gained with teaching and assessing writing and thanked the
committee for their hard work.

Summary of Year Two of Implementation

The cognitive goal subcommittee utilized the staff feedback and student writing
scores from the previous year to develop the training for Year Two. In addition, the
training committee also utilized staff feedback more after each session during the year
to adjust their training design. The same two English teachers remained as consultants
and continued to design the training.
This year provided less direct instruction on the basics of writing while the focus
moved to learning a couple of strategies to improve students’ ability to support their
ideas. Teachers were instructed on how to use the following writing strategies: PAR,
PRAISE, 3-short/1-long, and Evidence Sandwich. In addition, each group included an
English teacher to serve as a mentor, and the teachers were grouped by the subject areas
they taught. They were also provided significant time during the sessions to work
together and develop their assignments. This strategy received positive feedback from
the staff and contributed to the positive experience of the initiative.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

116

Numerical Data

Numerical data are included as additional information to inform the study but
they were not statistically analyzed. The data consist of two items collected during the
two years of the writing initiative: (1) the percentage of teachers who implemented PAR
into their classroom and (2) data from the senior survey. Tables 8 and 9 present these
data.

Teacher Participation

Although all teachers are mandated to participate in staff development activities,
there were still some teachers who chose not to implement any PAR assignments in
their classrooms. These data are based on collecting PAR assignments during the
training sessions. Table 8 presents these data.

Table 8
Teacher Participation in Implementing PAR in Classroom
Area Evaluated

Level of Teacher
Participation

2004 - 2005

2005 - 2006

78%

90%
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The data clearly illustrate that the level of participation increased between Year
One and Year Two. There are a few factors that may account for this increase. First, as
was mentioned earlier in the chapter, the second year of the initiative a new principal
came to the school. This principal began to hold teachers more accountable for their
responsibilities. Therefore, every time a teacher did not turn in their PAR assignment,
the training committee reported them to the principal and the division administrators
talked with those teachers. This procedure held the staff more accountable and may
explain the improvement in participation.
Another possible interpretation is that the structure of the training impacted the
level o f participation. The staff was provided more time to create and develop their
assignments with colleagues who taught the same subject during the second year. Many
staff left each training session with the assignment already created. This may explain
the increase in participation because teachers did not have to use their own time to
create these assignments.

Senior Survey

The senior survey is a survey given to all 12th-grade students shortly before they
graduate. The survey asks a variety of questions about different aspects of the school.
The survey generally questions students in regards to academics, extra-curricular
activities, and school culture issues. The one question that applies to this study asked
about their confidence in writing effectively. Table 9 presents data on this topic for
three years.
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Table 9
Senior Survey Item on Confidence in Writing
Question

2003 - 2004

2004 - 2005

2005 - 2006

I am confident in my
ability to write
effectively.

77%

76%

84%

These data show a marked increase in the 12th graders’ confidence in their
ability to write effectively. In this case, data are present from the year before the
writing initiative as well as during it. Although the senior students’ confidence did not
change after the first year of implementation, it had a significant increase after Year
Two o f the initiative. The fact that the students were writing more often in all their
classes may account for this increase. Student interview data presented later in this
chapter support this assertion.

Teacher and Student Interviews

Interviews were conducted with 15 teachers and 10 students during the summer
after the secon d year o f im p lem en tin g the w ritin g initiative. T he fifteen teachers

represent all academic disciplines in the school and also represent a wide variety of
experience. In addition, the ten students represent all levels of academic ability based
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on their course placement. The interview responses were coded, categorized, organized
by theme, and synthesized.
The findings from the interviews were organized around three major themes: (1)
the design of the training sessions, (2) the implementation of the training sessions into
the classroom, and (3) the perception of the entire process. This section of the chapter
begins by discussing the teachers’ perceptions of the training sessions.

Design of the Training

Generally, the teachers found that the training sessions were designed well and
facilitated effectively. The interviews produced mostly positive feedback on the
training process and the design of the sessions. It is important to reiterate that the
training was conducted during nine school improvement (SIP) days over two school
years. Each session was limited to between 70 and 80 minutes.
The design o f the sessions included teaching strategies to improve and assess
writing and time to collaborate with other teachers in the school to design lessons to
incorporate writing in the classroom. This theme is presented using the following
categories: (1) collaboration, (2) writing strategies, (3) design changes, (4) too much
information, (5) scope o f training, and (6) Write Traits rubric.

C ollaboration

Generally, the teachers responded positively to the collaborative and interactive
nature of most of the sessions. Teachers appreciated working with colleagues from
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throughout the building to see how writing was being used in other disciplines.
According to Social Studies Teacher 2:
On most institute days, I felt that the time was productive. I most enjoyed when
I got to write and grade assignments with my colleagues. When we wrote
assignments together, I got a real feel for what other teachers were doing in their
classrooms. It is nice to tell students that all students in this class will be doing
this same writing piece. I also liked grading student work because we got to
work with the rubric. Many times when we disagreed on a score, we got to talk
about our expectations for our students.
Overall, teachers appreciated the opportunities to work with colleagues and plan PAR
implementation lessons during the training sessions. They reflected how this
opportunity assisted them in implementing writing in their classrooms.

Writing Strategies

Many teachers reported how the writing strategies designed and presented by the
training team helped create a standardized writing language throughout the building.
The Science Teacher’s comments reflect those feelings:
The training was helpful because it standardized writing ‘lingo’ throughout the
school. Students, for the most part, understood what you were asking for when
doing PAR assignments. In science we can use the 3 short/1 long style in our
assignments and the students know what we are looking for.
Other teachers commented on how the writing strategies were easy to use and
understand. Social Studies Teacher 2 reflected on how this initiative should help all
teachers:

I thought that the initiative gave solid, realistic tools to use writing in the
classroom. Using PAR and three short-one long are easy to remember and easy
to write. Many teachers fear writing in the classroom and I think all teachers at
least walked away with a basic understanding of how to write appropriate
writing prompts.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

121

If her perceptions are accurate, then teachers should feel more comfortable about
assigning writing even after the initiative is over.

Design Changes

There were additional data that described how the design changes in Year Two
of the training enhanced the sessions. Many teachers reported that having a writing
mentor present during the creation of writing assignments helped them. The English
teacher’s comments reflect the feelings of many teachers:
I think year two was more helpful for teachers than year one because we split
the English teachers up amongst the staff; therefore, putting an English teacher
with each small group of non-English teachers. That was very helpful for the
non-English teachers because they had a resource to ask questions of and get
feedback from them, and it was helpful for the English teachers as well because
we knew our skills were being utilized more. It gave me time to collaborate
with other teachers—what techniques were working for them, how or with what
assignments they were implementing the new techniques, and it gave us time to
actually share the assignments we were using with others and get new ideas.
Utilizing the needs assessment and exit slips collected at the end of the first year of
training, the trainers changed the design plan for the second year.

Too Much Information

Teachers also reported how the training at times presented too much information
and taught too m an y com p licated w ritin g tech niq ues. T h ese fe elin g s w ere shared b y

teachers who supported the training and by those who disagreed with the initiative.
These teachers described how at times they felt overwhelmed by the amount of new
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concepts being presented. The Business Teacher’s feelings describe the feelings of
other teachers as well as his own:
I think towards the end of year two the workshops got a little more towards the
English teacher’s curriculum. I think toward the very end we started to get more
and more in detail, which is fine. Showing students how to support their writing
and how to put quality evidence in their writing is important for every teacher to
be able to understand, but I guess I think back to when I was in high school and
you learned how to back up any piece of writing in English class. Some of the
things I thought were good, but at some point I wondered when you just say this
is what the kids learn in English, and they should be able to transfer all these
skills into all their other classes.
These teachers felt that the amount o f detail provided about writing was interesting to
know, but difficult to understand within a short training session.

Scope of Training

Teachers commented on how the scope of the training initiative was too large.
They felt that expecting teachers who are experts in other subjects to teach and assess
writing was exceeding their comfort zone. Some teachers described lack of confidence
in their writing assignments and wished for more feedback from the training teams.
The Choir Teacher summarizes the feelings of teachers who felt they were not qualified
to teach writing:
The training did help provide feedback on writing, but I think it was too much. It
was overwhelming for many people. I think the scope was too big in the short
time period. I didn’t go to school to learn how to teach writing - 1 learned about
m u sic. It felt lik e n o w w e had to b eco m e E n glish teachers too. I think there w as

a lot of resentment from the staff because I think that is what they felt was
happening. The training was helpful a little. I prefer short one paragraph
assignments. What I really felt I was being prepared for was to teach students
how to write. No SIP program is going to help me do in two years, at four times
a year, what an English teacher spends their entire college degree program
learning.
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The Woods Teacher and the Physical Education Teacher supported his feelings and
sentiments.

Write Traits Rubric

The other aspect of the design of the training was teaching the Write Traits
rubric and helping teachers use it to assess student writing. The overall feedback from
the staff on using this particular rubric was mixed. Some teachers felt that the rubric
provided consistency across the curriculum and made assessing papers quicker. Other
teachers reported how the rubric improved their ability to provide feedback to students
on their writing. The Art Teacher’s comments represent the feelings of these teachers:
It [the rubric] made grading quicker; there were certain things I was looking for.
When you have that many papers to grade on top of the art projects to grade and
give some response to, it made it a quick way to do it. We figured out a system
that worked for all the art teachers. I gave them some feedback as far as this is
where you had to work, I found it helpful and I think it was clear to the students
what we were looking for. Before, I always had things I was looking for, but it
was more subjective as far as the scoring. It was not quite as specific.
Many teachers appreciated the different ways they could manipulate and incorporate the
rubric into their curriculum. The ability to assess student writing more quickly and
provide the students with better feedback was recognized by many teachers.
Other members of the staff felt the rubric was too complicated or rigid for their
content area. A lth ou gh the training p rovided ex am p les about h o w to m anipulate the

rubric to meet the needs of each assignment, some teachers felt it did not work well for
their content area. The Science Teacher felt that despite the training, the rubric was too
confusing:
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Using a rubric that was not understood by everyone and that not everyone
wanted to buy into made it difficult for the staff to all be on the same page. This
was strongly evident when even the English teachers were not on the same page.
We had one English teacher telling us one thing, and then we were told
something different by another English teacher. They are the ones that are
supposed to be proficient in the use of this rubric, yet they aren’t on the same
page. That made it very difficult for the other staff to buy into its use.
Teachers felt the rubric was too complicated and perhaps a better teaching tool than an
assessment tool. The Spanish Teacher found that the rubric expected too much of
student writing to be effectively applied to a foreign language:
I think the Write Traits rubric is difficult to use in Spanish. For example, when
you look at the indicators or the descriptors in it, “you are enticed by the
writers...” they cannot do that in Spanish. In Spanish, it is like, my house is
blue; it has three rooms. Although we can get them to write a good topic
sentence with some supporting sentences, that is about the extent of it.
Despite seeing the validity in using a rubric, the specific choice of using Write Traits
and expecting it to fit within every discipline was a concern for some teachers.
Generally, the data reported that the design of the training sessions assisted in
understanding the concepts being presented. The opportunity to work with colleagues
within the same content area received the greatest response. Despite some teachers
feeling that too much was expected from teachers throughout the process, the
collaborative time spent designing lessons and working with the Write Traits rubric
helped teachers implement the training into their classrooms.

Im plem entation in the C lassroom

The data gathered on implementing the strategies learned during the training
sessions into the classroom are presented in this section of the chapter. Interview data
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from both teachers and students are synthesized in this section. The following sub
categories organize this section on implementation: (1) amount of writing, (2) how the
writing was integrated into the course work, (3) the strategies that were used, (4) the
teacher’s attitude during implementation, and (5) the student’s attitude about the writing
initiative.

Amount of Writing

Students considered their writing over the previous two years and commented
on how it had changed. One of the first categories to emerge was that students felt that
the amount of writing over the previous two years had increased compared to other
school years. Student 6’s comments capture those feelings most conclusively:
I have written more in school in the last two years then I ever have. I have done
a lot of persuasive and informative writing. This past year, we wrote in every
class, but the year before we did not write as much.
Students also described writing in classes that they did not normally write in during past
school years. They specifically described writing in physical education class and math.
According to Student 7:
We have been writing a lot more in school during my sophomore year than
[during] my freshman year. We had a lot more PAR’s, 3 short/1 longs, and other
essays. We wrote a lot in English this year; we wrote more in Spanish, PE and
math than other years. We did not write much in science.
S om e o f the participants also com m en ted on their fe elin g s about h o w th ey think the

amount of writing has affected their confidence when writing and their ability to write
well. Student 8 stated:
I would say the volume of writing has made me a better writer. I know we
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experimented with a lot a different stuff this year. I think PAR helped freshman
year, but as you get to be a junior and senior most kids have developed those
strategies. I think just the volume of writing and different types helped. We
wrote a ton more.
In summary, students noticed the amount of writing across the curriculum did increase
during the implementation phase, and some of the students reported that this increase
also helped improve their confidence and ability to write well.

Writing Integrated into Different Courses

The second category of data on the implementation of the writing initiative
describes how the training material was integrated into specific academic disciplines.
Students commented on their perception of the effectiveness of each assignment being
seamlessly integrated into the curriculum, and teachers provided data that described
their feelings about implementing writing.
Many participants felt writing in every class was important and believed that the
assignments were seamlessly integrated into the curriculum. According to Student 10:
I thought it was weird at first to have a paper due in math, but having writing in
every class makes you challenge the way you normally write. PAR changes your
style of writing to fit the role and audience o f the paper. While writing in all
classes is a good challenge and use of our skills, it doesn’t always help our
grammar and organization because not all teachers are English teachers who
know what to look for. It helped our writing because you are not just writing for
English class; it makes you think that outside of school you can write for things
that are not just for your English class.
The realistic nature of the assignments and writing to different audiences help the
students feel that many of the PAR assignments were an important part of the course.
Teachers also felt that their writing assignments complemented the course curriculum.
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The Business Teacher believed that his assignments were appropriate and effective:
For the most part, I think it fit pretty well. I really did not see adding those
assignments as just another thing I had to do. You could tailor the assignment to
whatever you were doing in your class. Whatever the subject, whatever type of
writing assignment you wanted to do, you could tailor it that way.
Other teachers commented on how once they explained to students why it was
important to write in their specific class, the students understood and accepted the
additional writing. The Health Teacher found that his curriculum was a natural fit with
PAR and discovered how writing could also help some students in other ways:
In fact, one of the ways [to use writing in Health] is as alternative testing. Kids
who do not do real well on the multiple choice tests, I used writing assignments.
They were able to show me [through writing] that they knew more than what
they could show on a test. That seemed to work out pretty good. It fits well into
health and driver's education. That is the one good thing, the writing can fit
perfectly with their experiences; it fits into my content. It was just finding the
time to do it.
Despite some of the successes illustrated by these teachers, other teachers had more
difficulty with implementation.
Many students and staff found the assignments unnatural in certain content
areas. Further, many students felt that the assignments were either trivial or did not
help them learn the content. Student 9 enjoyed the writing in every class, but
commented on the way it was implemented in some classes:
I now feel that if we're going to be writing in every class, it needs to be in a
context that actually makes sense. A lot of the time I felt teachers were just
throwing in random writing opportunities just because they were required to,
and I thus received very little from the experience. I do believe writing has a
place in every class, even when it doesn't appear obvious, but it has to be done
correctly. For instance, explaining in paragraph form what happens when an
ornament falls off a tree for physics class was beneficial to me. However, having
to explain things that are much simpler and straightforward in symbolic notation
was just plain obnoxious and more of a chore than anything else.
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Other students commented on how the PAR assignments in math and physical
education were pointless, despite their teachers trying to make them interesting.
Student 2 felt that many writing assignments were senseless as well: “I think it
[writing] was more like an added-on thing, maybe they tried to get us to learn more in
depth, but it did not really work. I think it just frustrated everyone.” Student 8 provided
her perception of the feelings of many of the students:
I think writing in every class sounds good in theory but really has very little
appeal to the student body. I know that most of the writing assignments I have
completed for math class have been a little odd and have not really taught the
students much. We all see it as kind of a waste of time. However, PAR
assignments in other areas such as history and science seem to be a good way to
allow students to get their ideas out thoroughly. I think the PAR task of writing
in every single class should be a little more flexible, or maybe give teachers
better prompts and ideas in the math field.
According to many participants, implementing writing in all classes is something that is
important, but the methods of implementation need to be flexible enough to fit the
assignments seamlessly into the curriculum.

Strategies Used

The writing training provided specific writing strategies to the staff to help
improve student writing. Many strategies were introduced, including how to assess
writing and create sound thesis statements, but PAR and 3-short/1-long were
emphasized the most. The PAR (purpose, audience, and role) strategy assists teachers
with designing assignments in order to provide the students with clear instructions on
the assignment. The 3-short/1-long strategy provides a model to staff and students to
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assist with idea support in student writing. The effect of the implementation of these
strategies is described in this section.
Teacher feedback on their perceptions of the effectiveness of these strategies
was generally positive. In contrast, student data reported a mixture of both positive and
negative experiences using the strategies. Student 1 had a positive experience with the
strategies: “[PAR helped because] you know who to write for, you think more about it,
you put yourself in the audience position, from there you just write based on that.”
Student 5 described the impact PAR had on his writing:
I enjoyed writing before we started using the PAR assignments. I thought that
the PAR assignments helped me to stay fresh and helped keep new ideas
flowing through my writing.
Student 2 also considered how PAR helped his writing:
They [the strategies] made me think about more than writing the facts on a piece
of paper. They made me remember who I was writing to and from what
perspective. Sometimes it helped. Writing for math is impossible, but for
English and history it helped a lot.
Student 7 explained her experiences with both PAR and 3-short/1-long:
We used PAR in every class I had, and 3-short/1-long was usually a requirement
within the PAR assignment. PAR helped to organize and structure my writing
because it already gave me a basic who, what, when, where, and why. The 3short/1 long strategy was helpful because it helped to organize things. I have
used it on my finals for Spanish and for science. I used 3-short/1-long in both of
them without really even noticing it. When I went back and looked over my
stuff that day, I was like holy cow, I used 3-short/l-long and it helped me.
D e sp ite th e p o sitiv e exp erien ces o f th o se students, there w ere m any other

students who had never heard of, or rarely used, the 3-short/l-long strategy. Student 9’s
comments represent these experiences:
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I was introduced to the PAR strategy in English II. All my teachers have used it
at one point or another. But, the 3-short/l-long strategy, I knew briefly. One
day in psychology, the whole class had written papers and there was not very
good support in them. The teacher briefly went over that for like a day and we
just used it on one assignment.
Many other students were never even introduced to the concept of 3-short/l-long.
With the exception o f the Calculus Teacher, who stated, “PAR is ineffective. It
is far too formulaic,” most teachers felt that the PAR and 3-short/l-long strategies had
a positive effect on student writing. Many teachers believed that these strategies were
especially helpful with their lower achieving students. Social Studies Teacher 1 stated:
I didn’t find any of the strategies to be ineffective, but the PAR format and the
3-short/l-long strategies had the most legs in my classrooms, especially with my
lower-ability students. I found that making lower-ability writers consider the
purpose of their writing was useful, along with giving students numbers of
supporting ideas to include as support.
The Science Teacher had a similar experience with his lower level classes:
We used PAR and the 3-short strategy the most. Being a teacher of Level 1
students, I found that to be well suited for their abilities and their assignments. I
think it helped the kids because using it universally throughout the school they
understood what we were talking about when I said ok, we have a PAR
assignment for this, they knew what PAR was, they knew the lingo of what you
wanted. I think it helped that way.
The 3-short had them focused on what we were really looking for. They really
had to come up with support for their answers in two different ways. It helped
them focus and they understood what we were looking for.
The Spanish Teacher had an extremely positive experience that changed the way she
approaches her assignm ents:

With the PAR parameters, the writing is well-defined, and exciting for students
to complete. I have had such positive experiences with PAR, that I will not
consciously ever create a writing assignment that doesn’t include all the PAR
parameters.
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As the data demonstrate, the teachers had a positive experience with many of the
writing strategies they learned during the training. However, many of the students were
either never introduced to some of the strategies or they were only mentioned once and
then never revisited.

Teacher Attitudes

Data were also gathered on the teachers’ attitudes while implementing writing in
the classroom. Students and teachers overwhelmingly described a negative attitude
from math and music teachers during this process. Student 1’s description of his math
teacher’s attitude represents other students’ perceptions as well:
It was like we have to do, this is something we have to do, that is part of the
curriculum. They were just doing it because they had to do it. My math teacher,
I had two, the first one she said we have to do it because it is the curriculum, so
it is just writing about something out of the blue.
Student 6 described how her teacher’s attitude affected her effort: “It was like we have
to do it. They were not enthused about it. It affected how hard I tried because they
were not really interested.” Student 10 had similar feelings:
Most of them were like we just have to do this, because they said we had to do
it. It affected the effort we put into it. They wanted us to legitimately try on it,
because it was an assignment and it was worth doing because, if you take it
seriously it will help your writing style.
The attitude o f the students was negatively affected by the negative attitude of some
teachers. The following data from the teachers supports the students’ perceptions of
poor teacher attitudes in the classroom. The Choir Teacher provided his feelings about
the entire goal of implementing writing across the curriculum:
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I do not want to teach writing in my classroom. I want to teach my content area.
I appreciate the help in being better able to assess writing, but I will never feel
that I am qualified to teach writing any more than you [the researcher] would be
qualified to teach advanced calculus.
The Geometry Teacher discussed the issue of accountability in implementing the PAR
assignments:
From personal experience, I do know there were some people who did not do
the process. I do not know what kind of accountability there was for those
people. Hearing some of the negative feedback from people about the process
and how the writing was “pointless” was discouraging. Knowing that not
everyone was participating in the process and thus not passing the information
onto the kids was a bit frustrating.
Social Studies Teacher 2 had a similar experience: “I know of an instance where a
group o f teachers was discussing how they had submitted the same assignment each
time one was due to the committee.”
The data are a representation of many other comments detailing similar
information about teacher attitude during the process. Most of the negative reaction
emanated from the math, music, and physical education teachers during the interviews.

Student Attitudes

Data regarding student attitudes about writing across the curriculum was also
collected through the interviews. The data focused mostly on the students’ response to
the PAR assignments. Since student samples were used in the training sessions, many
of the teachers assigned a PAR assignment the week of the training. That resulted in
the students being assigned a PAR in every class in the same week. The teachers
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perceived a negative attitude from many students. The Physical Education Teacher
described her experience:
A funny story would have to be when we were getting ready for a SIP day; the
students would say, I have written a PAR assignment for every teacher
today, there must be something really big going on with these PAR assignments.
The students were finding that the teachers were all doing it a day or two before,
so unfortunately for the kids, they thought they were spending the whole day
doing PAR assignments for their teachers. Maybe it got a little tedious for them
to be doing that at the same time for every class. Maybe they did not do their
best work because they were doing them all day long.
The Choir Teacher explained the responses he received from his students:
They would say, “Oh no, not another PAR. I have three other PAR’s with my
other classes.” I think that was one of the things that were overwhelming for
both students and staff. They could have a lot of writing examples due at the
same time - usually just before a SIP day when the assignment was due.
The Geometry’s Teacher’s experiences were a little different concerning student
attitude and PAR assignments:
When we first started doing PAR, I remember if you say the word PAR, they
would say, “Oh not here, we are doing it in every single class.” But, it kind of
got to be a funny thing. So, as much as they told themselves to hate it, they
were really actually learning the writing process. They knew what it stood for
and they were doing it in every class. So when it came around to an assignment
towards the end of the two years, you did not have to go through it anymore, like
what is our purpose, what is our audience, what is our role. They kind of like
were able to break those down in their assignments themselves, so that was kind
of neat to see.
Social Studies Teacher 1 described how he combatted the negative reaction when
implementing PAR assignments: “You almost had to give them a stealth PAR
assignment. I kind of felt like you had to work it in and not say, hey, we are doing a
PAR assignment.”
Despite the abundance of perceived negative attitudes from the students, some
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teachers described how well the PAR assignments were received in their classes.
According the Woods Teacher:
My students really liked it and did a very good job with the assignment as long
as I tied it directly to something they were doing in my class. Everything
followed right with what I was teaching and was completely real life for them.
The Art Teacher also noticed a change in her students’ attitude and ability with writing:
The one thing I was pleased about was that as I have done writing in the past,
like years ago, kids would just scream. Write! This is art class, why do I have
to write. But they were very accepting of it and seemed very comfortable with it
and did not act like it was a big imposition. They did not feel frightened by it.
They were actually willing to write more. Before, I just felt like begging for a
paragraph. Come on, five sentences. What is the big deal? But that has
changed. I think a lot of them really enjoy it.
Therefore, the teachers’ perceptions of the students’ attitudes were negative toward the
PAR assignments, but the teachers also recognized that it may have been because of the
timing of giving the assignments and the appropriateness of the prompt in relation to the
course.

Teacher and Student Perception of the Writing Initiative

The final section describes both student and teacher perceptions of the entire
cross-curricular writing process. This section specifically discusses student and teacher
perceptions of the following subcategories: (1) changes in student writing, (2) teacher
confidence, (3) student confidence, and (4) overall impressions of the writing initiative.

Changes in Student Writing

Generally, the students and teachers both describe the changes in student writing
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in a very positive manner. Students and staff both agreed that the quality of student
writing by the end o f the school improvement process had increased. According to
Student 1, “PAR has helped me become a better writer because I have to write more.
You become more used to it. I’ve become a more thorough, complete, and concise
writer.” Student 3 also reflected that the increase in the amount of writing he has had to
complete has increased his writing ability:
My writing in the last two years has progressed. I have started to write more in
every class. I also have written a lot more papers in history and speech. My
writing I think is average, but I would say I have improved from where I was at
two years ago.
His statements are important because his is a level-1 English student, and despite his
lower ability level, he felt that his writing had improved during the initiative. The
Science Teacher described his experience with student writing:
This past year, with the kids we had, we thought their support got better toward
the end of the year. It seemed like they were starting to figure it out. That could
have been because a lot of them were sophomores, so they have been doing it
for two years. Even some of the freshmen, their writing got a little bit better.
The change the teachers were seeing over time with the students continued to be
positive from all content areas. The Business Teacher offered:
I noticed a change in their writing, especially in this past year. I had a senior
class, and I got some of the best pieces I have ever gotten. I have been
collecting a writing assignment similar to that over the past three or four years,
and the spring of this year was some of the best pieces I have ever gotten.
A lth ou gh there w ere a fe w participants w h o did n ot n o tice m uch o f a ch an ge in

students’ ability to write well, it did not reflect the general opinion of the participants.
The process seems to have been very successful in this category.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

136
Teacher Confidence

The second category that emerged from the data was the effect the training had
on the teachers. Although some of the teachers did not appreciate the initiative in its
entirety, they all described the positive impact the training sessions had on their
confidence with writing. Social Studies Teacher 1 noted:
I do not have a lot of background in helping students become better writers, so I
felt it [training] was useful. It boosted my confidence a little bit and it did so in
the sense that I know that what I was telling them was something they had heard
before. That might help them transfer that between different classes.
Although the Choir Teacher didn’t feel he should be teaching writing, his confidence to
assess writing greatly improved:
I feel I can assess a lot better. During a SIP day, I was assessing with a team of
other teachers, many o f them English teachers, and I would check my scores and
I was right on. That helped my confidence a lot. It has always been frightening
to grade writing because that is not my area. But the training did help with that.
Despite his confidence gain, his resistance to the writing initiative never changed.
Many other teachers discussed how their comfort level had increased during the
training. The Health Teacher stated, “I still do not feel that comfortable grading
writing. But, I feel I at least have a clue now.” That attitude was seen consistently
throughout the data.

Student Confidence

The data also shows that student confidence had greatly improved during the
two-year initiative. Students felt that the increase in the amount of writing and their
improvement in their writing scores in class helped their confidence. Student 2 simply
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stated, “My confidence has gone way up; I really do enjoy writing now. The better you
get, the more you like writing and your confidence is going to go up too.” Student 6
described how the strategies have helped with her confidence:
I have become more confident in writing as I learn new strategies on how to
write. Also, I have become more confident because I have written more in
school and become more used to writing. Because I have written more and
gotten good grades, I feel more confident.
Student confidence about writing increased with every student participant after the twoyear training and implementation process. Many students described how the amount of
writing was a major factor in that improvement. They felt that the more they wrote, the
better writers they became, and their scores on the papers supported that feeling. That
created a confidence in each of them.

Overall Impressions of the Writing Initiative

In the end, the teachers generally felt that the staff development process was
important, but the implementation of the writing initiative received both positive and
negative reactions. Although most teachers felt the training sessions were designed
well and important to know, some never accepted the fact that they had to implement
writing in their content areas. The feelings of the Calculus Teacher best represent the
feelings of a few other teachers:
The training sessions themselves were of a high quality. Even after the entire
process, however, I still do not understand why it is necessary or wise for
someone who is not an expert in writing to teach the formal writing process to
students. Students should learn the formal process of writing in writing class
and use the process in all other classes. The training took me from a positive
attitude to a negative attitude.
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Despite feeling the same way, the Physical Education Teacher described the need for
continued training on writing for all teachers:
I did not particularly care for writing as part of our staff development the last
couple of years. I did not feel adequately qualified to do some of the
assignments, particularly the revising o f the rubric for them.
Despite some of these negative feelings about the writing initiative, there was much
more positive support for the process than negative. Social Studies Teacher 2 described
how the training helped improve her instruction:
I have always had a lot of writing in my classroom. I think the staff
development allowed me to hone some of the ways that I teach writing. It
allowed students to help design rubrics and identify the PAR in each
assignment. If anything, the staff development helped me realize that all the
work that writing requires is good for student development.
The Health Teacher described the effect the training had on designing his assignments,
and how it has helped students who struggle on his tests:
I thought it was helpful in giving some of my writing assignments better
direction. I have been able to use the writing as an alternate assessment for
those students who do poorly on my objective tests. I give the students the PAR
assignment and tell them to show me they know more than what they were able
to show on my test. I have been pleasantly surprised at how well most have
done. I feel it is more important than I recognized before the training. Now the
challenge is finding the time and places in the curriculum to put the writing in.
The English Teacher summarized her feelings about the writing initiative with the
following statement:
I think that the writing staff development process has been a much needed and
overall su ccessfu l initiative over the last tw o years. W e all realized that i f our

students were to truly improve their writing skills, they needed to be writing
across the curriculum, not just in English class. This program allowed the staff
to do this, and for the students to get more experience and practice with writing.
While some of the staff were hesitant to try the new techniques, I think that
overall the training committee did a good job of training the staff, providing
examples, providing help for the non-English teachers (some of who were
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intimidated at the prospect of grading writing), and in general, went at an
appropriate pace so that the teachers could adopt the concepts being taught to
them.
The data support the notion that the general feeling of the staff was that the twoyear training and implementation process had a positive effect on both the teachers and
the students. Although some teachers were never able to directly relate some of the
writing strategies to their curriculum, they still described an improvement in student
writing.

Summary of the Chapter

This chapter used data from exit slips and interviews with both teachers and
students and numerical data to describe the findings of implementing the writing across
the curriculum school improvement goal at the high school level. The general feeling
o f both the staff and the students was that the increase in the amount of writing that the
students were assigned did improve the students’ writing ability. The strategies such as
PAR and 3-short/1-long were essential elements in improving both the quality of the
assignments and the quality of the student product.
Although there were some teachers who never fully implemented writing in
their classrooms, or never discovered the relevance of writing for their content, they still
acknowledged the importance of students learning to write well. Some of these teachers
even praised the design of the training, even if they never saw the relevance in it.
In the end, most of the teachers embraced the training and saw a positive impact
on their students’ writing. Despite some negative feedback on the design o f a couple of
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training days during the first year of implementation, the adjustments the training
committee made to the design of Year Two of implementation proved to have the most
success. Providing time during the sessions for teachers to work together and plan the
writing lessons was the most beneficial to helping teachers implement writing in their
classrooms. More specific and additional conclusions are described and analyzed in
Chapter 5.
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CHAPTER 5
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Overview of the Chapter
This chapter presents a summary of the study and the conclusions that are drawn
from the data as well as recommendations for schools and future research. The chapter
is divided into four sections: (1) a brief description of the study, (2) a summary of the
findings and conclusions drawn from the study based on the research questions, (3)
recommendations for the schools, and (4) recommendations for future studies in this
field.

The Study

Utilizing staff development as a method to improve teacher knowledge to meet
the goals o f a school improvement plan is a regular practice in many schools.
Implementation in the classroom of new concepts learned during the training sessions is
where many staff development plans encounter difficulties (Bradshaw, 2002; King &
Newmann, 2000; Shaha et al., 2004). Those studies posit that without complete
adoption from the faculty, implementation becomes inconsistent and the effect on
student learning is diminished. An abundance of research exists on staff development
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and change theory to guide research studies, and this study adds to that research by
describing the effect of training and implementing a writing across the curriculum
initiative at a public high school.
Two main research questions were created to frame the study and corollary
questions were developed to assist in answering each of the research questions. The
first research question was: How was staff development designed and carried out for
implementing a writing initiative during the school years from 2003 to 2006? The
corollary questions that supported the first research question were:
1a. According to teacher perception, to what extent was the training helpful in
implementing writing strategies within their curriculum?
lb. Through time, how does the design of staff development change teachers’
attitudes about teaching writing in the classroom?
The second research question was as follows: What changes are perceived by teachers
and students in teacher behaviors concerning classroom practice? Three corollary
questions were developed to help answer the second research question and they were:
2a. According to teacher perception, how does the design of staff development
increase teachers’ knowledge and confidence in instructing writing within their
curriculum?
2b. What is the frequency of use of different writing strategies in classrooms
across the curriculum?
2c. What are teachers’ and students’ perceptions about the staff development
strategies implemented in the classroom?
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Answers to these questions are presented by summarizing the findings of the study in
the following sections of this chapter. A qualitative case study approach was chosen as
a means to answer the research questions.
The methodology of this study is provided in more detail in Chapter 3, but a
review is presented here. This study used a variety of data sources to answer the
research questions. Faculty feedback was gathered using exit slips after each staff
training session over a three-year span. The first year of school improvement sessions,
which are labeled as prestudy data in this dissertation, concentrated on developing the
school-wide writing goal and narrowing its focus to assist in the implementation in the
classroom. Staff worked collaboratively to develop the goal and provided feedback to
guide the process and choose the goal. The staffs feedback during this process focused
on teachers’ feelings about the training sessions and their perceptions of the
appropriateness of the goal itself. During the second and third years of the study, the
training and implementation of the writing initiative began and is the focus of this
study. Staff feedback was again solicited after each of the nine training sessions using
exit slips, and the feedback generally described teachers’ feelings about the training and
their experiences with implementing their new learning in the classroom.
Additional data were collected by interviewing 25 participants after the
completion of the training and implementation of the initiative. The participants
consisted of 15 teachers and 10 students. The teachers represented a wide range of
experience and represented all academic disciplines in the school. The data were
collected using both written and oral interviews. First, participants were emailed a list
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of questions and asked to respond to them electronically before the interview. Then,
face-to-face interviews were conducted utilizing the participants’ initial answers and a
series of additional questions. The teachers reported on their experiences during the
training sessions and their perceptions of the effect of the implementation.
Additionally, students described their experience writing in every class and their
perceptions of the effect the additional writing assignments had on their writing.
As part of the coding process, all of the exit slips were read and coded to
discover categories or patterns (Bogdan & Biklen, 2003; Marshall & Rossman, 1999;
Merriam, 2001). According to Bogdan and Biklen (2003), these words and phrases
represent the coding categories. The data were then assigned to these coding categories
and repeatedly modified. Themes were then developed from the categories and used to
present the findings. After the interviews were conducted, they were transcribed and
coded using the same method. The following three major themes emerged from those
data: the effect of the design o f the training, the effect of the implementation, and the
perceptions of the participants at the end of the process.

Summary o f the Research

This section is organized using the two research questions that framed the study.
Corollary questions for each research question were used to assist in guiding the study
and collecting data but are not specifically discussed. Instead, the data were
synthesized to answer each specific research question. This method was chosen to
streamline the data and avoid redundancy. Conclusions were then drawn specifically on
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each research question. Additionally, all numerical data reported is congruent with
other data sources and is reliable.

Research Question 1

The first research question was: How was staff development designed and
carried out for implementing a writing initiative during the school years from 2003 to
2006? The corollary questions focused on the perceived effect the design of the training
had on the implementation in the classroom and how teachers’ attitudes about
implementing writing in the classroom changed throughout the process. This section
draws conclusions from the data to help answer Research Question 1 and is organized
into the following categories: (1) helpful aspects of training and (2) implementation
issues across the curriculum.

Helpful Aspects of Training

The data reported that the staff felt that the design of the training sessions
improved their knowledge and attitude about writing and provided them with easy-touse strategies. The staff described their feelings about the following beneficial training
components: (1) the time allotted during the sessions for planning, (2) how the
strategies assisted the understanding of both the teachers and students, and (3) their
perceptions of increased confidence with writing after the training.
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Time and collaboration. The positive responses from teachers about specific
elements of the training frequently described the amount of time that was provided to
work within the session during Year Two of the implementation. This time allowed
colleagues who teach the same subject to work collaboratively. Teachers continued to
support the writing initiative and responded favorably to being provided time during the
training to create writing assignments and work with their colleagues. Time to work
collaboratively with content-like colleagues during the sessions to understand and create
methods to implement the new writing strategies in the classroom assisted in the
success of the initiative.
Further, providing an English teacher to serve as a mentor for non-English
teachers was found to be extremely helpful. These results support research by
Bradshaw (2002) and Joyce and Showers (1995) as well as assertions based on research
by Senge et al. (1999) and Lieberman and Wood (2002) about the importance of
providing time for teachers to work together. Their work described the positive effect
collaborative work has on the implementation of an innovation after staff development
training. The results of those studies also described the importance of providing
additional support in the form of peer coaching or mentoring during a staff development
initiative. Research studies by Bradshaw (2002), Joyce and Showers (1995), and
Spencer and Logan (2003) also described how providing follow-up support for teachers
after training sessions increases the chances of the innovation’s success. The additional
support may be in the form of coaching, peer observations and feedback, or other
supporting methods. The results of my study support the findings of those studies as
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well as Rogers’s (2003) diffusion of innovation theory. My results describe how
providing collaborative work time and a mentor throughout the process increased the
chance of the innovation being accepted. The opportunity to work collaboratively helps
communicate the innovation among staff members, which is Rogers’s definition of
diffusion. Rogers’s (2003) innovation-decision process describes the progression of
change that people experience when deciding whether or not to adopt an innovation.
Support mechanisms such as mentoring assist teachers during the knowledge and
persuasion stage by providing an opportunity for colleagues to reinforce learning and
share their enthusiasm for an innovation. Working collaboratively supported
implementation in this study by providing teachers the opportunity to create
assignments with other teachers. Designing the training to include teaching of the
basics o f writing and presenting useful strategies also had a positive effect on the
teachers.
Writing strategies. Learning a few memorable strategies for improving student
writing, such as PAR and 3-short/l-long, was also perceived as helpful by many of the
teachers. The teachers found the training helpful in understanding the new writing
strategies and embedding writing into their curriculum. Teachers’ experiences using
both PAR and 3-short/l-long were generally perceived as positive methods to help
students develop better writing pieces.

Having the staff focus on the same strategies

also provided consistency across the curriculum. These findings support Miller and
Cross’s (2001) case study that focused on writing across the curriculum. Their study
found that an effective staff development design that assists in implementation
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increased teacher adoption and ultimately resulted in improved student performance in
writing. This allowed teachers and students to feel more confident about writing in all
classes because the strategies and expectations were consistent in every class.
Teacher confidence. The data also described how the training was helpful in
improving teacher confidence in teaching writing. Many teachers outside of the English
Department began the training with trepidation because they did not feel that they were
qualified to teach writing, and they questioned whether they would be able to assist
students in their writing. By the end of the training process, teachers’ confidence in
teaching and assessing writing increased.
As with any new concept, it takes time for teachers to feel comfortable utilizing
it, but with practice over time, the teachers in this study reported becoming much more
confident. Smylie’s (1988) study found that increasing teacher efficacy influenced a
teacher’s confidence in implementing a new innovation. Therefore, despite some of the
negative feedback on other aspects of the training, teachers overwhelmingly felt that
their confidence with teaching and assessing certain aspects of student writing increased
during the study.
Teachers who are confident about their ability to teach a new concept are more
likely to implement it in their classrooms. The findings in this study were consistent
with two other studies. According to the research study by Shaha et al. (2004), staff
development programs are intended to equip teachers with new skills and help them
gain confidence in their ability to teach the new techniques. King and Newmann’s
(2000) study described the effects of creating individual staff development programs
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that meet the needs of an individual school. Providing freedom in the design of the
training allowed for the training to focus on methods that worked in that particular
setting. The comments of the teachers in my study supported the findings of these two
studies by describing how some of the unique aspects of the strategies presented during
training as well as practice with writing increased their confidence in their ability to
implement writing more frequently in their classroom.

Implementation Issues Across the Curriculum

There are many reasons that some teachers had a negative experience
implementing writing into their classroom and therefore did not find the training
helpful. Some teachers did not feel they were qualified to teach and assess student
writing, or they felt that writing did not belong in their classrooms. The data
consistently described these feelings among the following departments: math, physical
education, music, and technology education. These content areas seemed to have the
greatest difficulty implementing specific writing strategies seamlessly into their
curriculum. The participant teachers described how the prescribed nature of the writing
strategies made their departments feel that they were forcing writing on their students
and that it never felt like a natural part of the curriculum.
King and Newmann’s (2000) study described the impact unique design
strategies have on staff development. In their study, each school designed their staff
development training based on the individual needs of their school. Each school
focused on specific interventions that directly applied to their needs. The teachers who
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never adopted the innovation in my study support those findings. Expecting every
discipline to use the same model for writing may have affected its implementation by
these teachers. Richardson’s (1994) review of different studies about staff development
found that teachers’ beliefs about both what their students can accomplish and what
they need to learn drives their practice. Timperley and Phillips’s (2003) study also
described the role teacher expectations play in the extent to which they challenge their
students. The findings in this section of my study support those studies in relation to
the few departments who never truly adopted the writing initiative. These findings are
also supported by Rogers’s diffusion of innovation theory. Rogers (2003) asserted that
when organizations are the decision makers of an innovation, individuals or groups may
never embrace the innovation if they do not see the relevance to their work. In this
case, many teachers in math, physical education, music, and technology education had
difficulty finding the relevance of the writing strategies to their curriculum.

Summary of Research Question 1

The time that was provided during each training session to work with colleagues
and design assignments to implement in the classroom received a large amount of
positive feedback from staff. Teachers also recognized the beneficial effect of having
an English teacher assigned to every group to serve as a writing expert. This
modification in Year Two of the training helped teachers gain immediate feedback on
their assignments and helped create confidence within each teacher. In addition, the
creation of memorable acronyms and titles for writing strategies helped both teachers
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and students understand and remember the concepts better.
There remains a faction of teachers who never discovered a relevant method to
implement writing into their curriculum. The few academic departments who had
difficulty embracing the initiative from the beginning continued struggling throughout
the process. Despite the constant feelings of some of these teachers about implementing
writing in their classrooms, they still described an increase in their confidence to teach
and assess writing. Despite understanding the writing concepts and gaining confidence
utilizing writing, these teachers never fully adopted the writing initiative. Overall, the
design of the training sessions received positive feedback from the staff, but there were
still a few academic departments that never completely embraced writing in their
classrooms.

Research Question 2

The second research question was: What changes are perceived by teachers and
students in teacher behaviors concerning classroom practice? This question focuses on
discovering the frequency of writing across the curriculum during the study as well as
both teacher and student perception of the effect of the writing initiative. This section
of the chapter is organized by the two main themes that emerged: (1) the frequency of
student writing across the curriculum and (2) the participants’ perceptions of the effect
o f the writing initiative on student writing.
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Frequency of Student Writing Across the Curriculum

Teacher and student participants were asked to describe the amount of writing
they complete in every class as well as their use of different writing strategies in all of
their classes. The data are described in two main categories: (1) the use of different
writing strategies and (2) the frequency of writing in all classes.
Use of different writing strategies. Every student participant in this study
reported they were familiar with and had completed writing assignments designed using
the PAR strategy in at least one o f their classes. When asked about using other
strategies to improve their idea support within a paper, the data were varied, with some
students having never experienced some of the writing strategies. The data show that
despite the general consensus of the teachers that the training was effective, many
teachers either were not implementing all of the new strategies in a meaningful manner,
or they never introduced some of them at all.
Frequency o f writing in all classes. The data also support the belief that the
amount of writing the students were assigned had increased during this initiative.
Although many teachers stated that they assigned writing in class before the writing
initiative, the students all described an increase in the amount of writing they were
doing in every class. The frequency of student writing increased during the initiative.
T h is co n clu sio n is supported b y student in terview s and the num erical data that w ere

collected during the study about the percentage of teachers who implemented PAR in
their classrooms. The data presented in Table 8 about teacher participation reports that
the amount of student writing increased during Year Two of the implementation
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process. The percentage of teachers implementing PAR assignments increased from
78% during the first year to 90% during the second year. This data may be misleading
because it was collected based on the number o f teachers turning in their PAR
assignments at staff training sessions, but it does not represent teachers’ implementation
o f a variety of writing strategies. Nonetheless, the data show a 12% increase in teacher
participation in the second year, so the data do help describe the increase in the amount
of writing that was taking place in all classrooms.

The Perceived Effect of the Writing Initiative

The effect of the writing across the curriculum initiative was extensive. The
study showed an increase in student confidence and performance, but teacher attitude
had an effect on the implementation. This section describes both the teachers’ and
students’ perceived effect on implementing writing across the curriculum. This section
is organized in two categories: (1) student confidence and (2) teacher attitude.
Student confidence. Students’ confidence in their ability to write quality pieces
increased during the initiative. Many of the students described how the more they
wrote, the more confident they felt about their writing. The students also described how
receiving positive feedback from teachers about their writing more frequently helped
boost their confidence.
Teachers also described their perception of the improvement in student writing.
Most of the teachers described seeing improvement in student writing during the two
years of the initiative. Teachers found that students put more effort into their writing
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and also did a better job of supporting their ideas. These findings support the findings
of Miller and Cross (2001), who conducted a case study of a school implementing
writing across the curriculum. Their findings report that the initiative was implemented
in all classrooms, and the increase in the amount of writing led to an increase in student
performance.
Teacher attitude. Student and teacher participants were also asked to describe
the attitudes of their teachers when delivering the PAR assignments. Generally, both
students and teachers described a positive attitude from the teacher in content areas such
as English, science, and history. In contrast, the attitudes of the teachers in areas such
as math, physical education, technology education, and music were very dismissive and
forced.

Although this study cannot draw a direct connection between teacher attitude

and student attitude, the data suggests that if a teacher presented the writing assignment
as unimportant or did not describe the connection to the curriculum, then the students
treated the assignment in the same manner.
Research on teacher beliefs may help explain some of the differences in teacher
attitude when presenting the new material to their classes. A teacher’s perception of the
importance to their students of the training has an impact on their classroom behavior
with the new innovation and their practice of implementing it (Beijaard, Verloop, &
Vermunt, 2000; Brookhart & Freeman, 1992; Pajares, 1992). If based on their
experiences, teachers do not see the value in a new initiative, then their implementation
becomes fragmented or nonexistent. These findings support the research studies of
Richardson (1994) and Pajares (1992), who both discuss the importance exploring and
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planning for teacher beliefs during the design of the training. According to Richardson
(1994), “What is important is the notion that changes in beliefs, ways of thinking, and
classroom actions all come into play in the teacher change process” (p. 102). Many
teachers need to observe the effect of a new innovation before they are convinced of its
importance. Until they realize the possible benefits to their students, their classroom
practices do not change. According to Rogers’s (2003) innovation-decision process,
teachers need to experience success with an innovation before they move through the
decision stage and implement the innovation in their classrooms.

Summary of Research Question 2

The overall attitude o f the staff about implementing writing in the classroom
was mixed. From the beginning, the Math, Physical Education, Music, and Technology
Education Departments disliked the initiative and never felt comfortable implementing
writing into their curriculum. The attitudes of many members of those departments did
not change throughout the process despite increased confidence with writing.
Conversely, many teachers representing the other departments described a very positive
experience with the initiative and described how they plan to continue to use the
strategies in the future.

C on clu sion s

In order to draw conclusions about the study, it is necessary to answer the two
main research questions which address both the design of the training and the classroom
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implementation of the training. The two research questions are:
1. How was staff development designed and carried out for implementing a writing
initiative during the school years from 2003 to 2006?
2. What changes are perceived by teachers and students in teacher behaviors
concerning classroom practice?
A review o f both questions is organized in the following categories: (1) the beneficial
aspects of the process and (2) the areas of staff concern.

Beneficial Aspects

There were many aspects to the training process that produced positive results
for both teachers and students. Based on the exit slip data, interviews with teacher and
student participants, and numerical data on the level of teacher participation and student
perception of the amount of writing they were assigned, the most beneficial aspects are
summarized. The most beneficial aspects of the design of the training were the time to
work collaboratively during the sessions and the easy-to-use acronyms and writing
strategies. This collaborative time is consistent with Rogers’s (2003) innovationdecision process because group-member attitudes may influence reluctant teachers
during the persuasion, decision, and implementation stages. The decision by the
training committee to design sessions that provided time to work with colleagues was
based on staff feedback. This decision had a large impact on the overall success of the
initiative. The positive results concerning the design of the training were that teachers
reported increased confidence in teaching writing and students were writing more
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frequently.
Teachers described the beneficial aspects of the design of the training sessions
as the time provided during the sessions to work and the choice of strategies to
implement. Teachers felt the time that was provided during the training sessions to
work collaboratively with colleagues who teach the same subject was most useful. The
time provided to work during the sessions allowed most teachers to create an
assignment that met the specific needs of their classes. This design strategy lessened
the burden on the teachers to create an assignment on their own time and provided
teachers the opportunity to work collaboratively. In addition, the creation of easy-touse strategies with memorable names was also described as advantageous. Staff
reported that the strategies were easy to remember and created a consistency across the
curriculum that assisted students. These strategies also helped create confidence in nonEnglish teachers about teaching writing.
The most valuable result of the training process appeared to be the confidence it
produced in teachers to teach writing in non-English classes. Teachers reported that
their confidence in teaching and assessing writing had increased during the two-year
training. The staff described the positive effect of having an English teacher serve as a
mentor during the training had on their confidence. Teachers received positive
feedback from their English-teacher mentor during the creation process and this created
a confidence in them.
The final positive aspect the data revealed was the increase in the amount
students were writing in school and the effect it had on their writing. Students reported
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that they were writing more often in all of their classes than they had in previous school
years. Data from a survey administered to all seniors describes students’ confidence to
write effectively increased from 77% before the training initiative to 84% after the two
years of implementation. In addition, the percentage of teachers implementing the PAR
assignments in their classrooms was 78% in Year One of the training and increased to
90% during the second year.

Areas of Concern

The data reported that there were a few areas of staff concern about the process.
The staff described concern about the structure of the training schedule, the relevance of
writing in every content discipline, and teacher attitude about the initiative. Based on
the exit slip data at the end of each training session and participant interviews, the
following summarizes what students and staff reported.
The limited amount of time allotted for each training session and the limited
number of sessions had a negative effect on the success of the initiative. Providing just
over an hour for each session and only having nine total sessions made it difficult to
teach the main components of writing in a meaningful way. Teachers reported feeling
rushed and overwhelmed at times during the training. Despite being provided time
during the sessions to plan each assignment, some teachers described feeling
overwhelmed with their lack of knowledge and the amount of new information being
presented during some sessions. Further, students reported the effect the requirements
o f the training had on them. Students felt the burden of being directed to complete PAR
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assignments in most classes during the same week they were due for the teachers. This
caused students to be responsible for completing up to six writing assignments at the
same time and generated negative feelings about the initiative.
Teacher attitude about implementing writing in all academic disciplines had an
effect on the students as well. Teachers in physical education, math, music, and
industrial arts provided the most negative feedback on the process. Despite continual
efforts from the training committee to illustrate applicable opportunities, these
departments never created a seamless method to incorporate the strategies into their
curriculum. The negative attitudes from these teachers were felt by the students as well.
Students reported that teachers in those departments presented the PAR assignments as
something they were required to do, but they clearly exhibited their feelings about the
lack of importance of the initiative within their curriculum. Students’ effort on these
assignments usually reflected those of the teacher’s attitude toward them. Students
reported that if a teacher did not present the assignment as important, then the students’
effort was usually meager.

Recommendations

This section presents recommendations based on what I learned as a facilitator
of the training and what I learned from this study. The section is divided into two areas:
(1) a discussion of information the case school and other schools might consider when
designing a cross-curricular school improvement initiative and (2) recommendations for
future studies relating to implementing a cross-curricular staff development program.
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Designinfi a Cross-Curricular Training Program

This study may assist the case school and other high schools in the design and
implementation of any cross-curricular staff development initiative in the future. There
were some positive and negative aspects to the training that may assist future endeavors
similar to the one presented in this case study.
School improvement plans seek to make a change throughout the building in
order to have a greater impact on every student in the building. As this study illustrates,
a static model that restricts teacher freedom may not be the most effective way to
approach future initiatives. These findings support the research of King and Newmann
(2000), who described the impact of designing unique staff development programs to
meet the needs o f the individual school and teachers within that school. The creation of
a few, simple strategies based on the principles of sound writing do not always fit
seamlessly into every course. The needs of individual courses vary; therefore, the
approach to writing may be very different in each content area. Designers of school
improvement initiatives need to utilize strategies from change theory and track teachers’
attitudes and respond to them throughout the process to achieve successful results (Hall
& Hord, 2001; Rogers, 2003). In summary, discovering methods to allow teachers to
approach the initiative in a way that best suits their course is essential.
This study did illustrate the overall success that this specific plan experienced.
Students and teachers both gained confidence in their writing ability and students felt
that their writing improved throughout this process. The specific strategies that were
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presented had a positive impact on student writing in most content areas and are still
being used by many teachers in the school. In order to achieve optimal results, it is
important to provide time during the training sessions for teachers to work together and
create their assignments. These findings support multiple research studies that
examined the positive impact that providing time and collaboration have on staff
development initiatives (Bradshaw, 2002; Joyce & Showers, 1995; Spencer & Logan,
2003). Expecting teachers to create specific interventions in addition to their regular
course work is daunting and may be met with resistance. In summary, providing
teachers time to work illustrates the value the school places on both the training and the
importance of teachers’ time.
Finally, this study adds to the research on the importance of designing training
activities that relate directly to classroom practice. Teachers must understand how the
training has the potential to increase student performance in their courses (Pajares,
1992; Richardson, 1994; Smylie, 1988). Presenting theoretical data by itself is not
sufficient (Joyce & Showers, 1995); teachers need to have positive experiences with
staff development in order to change their general attitudes about the importance of
school improvement days. These findings are supported by research on the importance
of addressing teacher beliefs when designing staff development (Pajares, 1992;
Timperley & Phillips, 2003).
Using Rogers’s diffusion of innovation theory to underpin this study and
focusing on designing training to enhance implementation are of great importance to the
field of educational technology. Rogers’s theory is widely used in educational
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technology to move an innovation through an organization. Further, this study
addresses both the design and implementation domain in the field of instructional
technology. The research provided by this study on design techniques and their effect
on implementation adds to the research in the field. Instructional designers may benefit
from my study when designing training in high schools.

Future Studies

There are several suggestions for future research. First, the study research
questions could be the focus of a case study at another high school. There are many
other studies that address staff development, but this one has the unique feature of its
focus on incorporating writing in every academic discipline. Obviously, this same
school could be studied in the future to look at effectiveness of the writing program
based upon state and local test scores and school report cards. Follow-up interviews
with students and teachers could again investigate their perceptions about the schoolwide writing initiative. Additional research on the impact of teaching writing in every
discipline at the middle school level (grades 6-8) may present a different picture as it
relates to student learning.
A follow-up study in the same school after a few years would also add research
to the field. Determining how many teachers are still implementing writing in their
classrooms and how they perceive that implementation years after the study would
provide rich data. The study could also focus on what writing strategies are still being
used in different classrooms. Since teachers are experts on their specific content and
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not in writing, this same study could also help determine if writing across the
curriculum can become a reality in high schools. The next study should also balance
the ability levels of the student participants in order to hear from a wider group of
students.
I would also recommend further studies that look at the planning, design, and
delivery of staff development. Focusing on themes that were uncovered during this
dissertation in a future study would add research to the field. Designing research
questions that focus on themes such as providing time during training sessions and
providing mentors throughout the process would provide valuable research.
A future study could focus on the impact the individual teacher has on the
success of any staff development initiative. Students reported their attitudes about
writing assignments were affected by their teacher’s attitude, so this could frame an
interesting study. Much of the research on teacher attitude and beliefs focuses on pre
service teachers, so studying practicing teachers is an area that could benefit from future
studies.
Finally, designing a similar study but utilizing the Concems-Based Adoption
Model (CBAM) throughout the process would add to research on change theory.
CBAM provides three dimensions for understanding groups during the change process.
The three dimensions in the CBAM model are as follows: stages of concern, levels of
use, and innovation configurations. These dimensions are used diagnostically
throughout the change process to identify needs and provide additional support or alter
the training. A study designed with CBAM would provide data on specific stages of
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change, provide interventions to help teachers throughout the process, and test the
CBAM theory.

Future Researchers

My advice to future researchers would be to collect much of the interview data
through a questionnaire provided electronically in addition to face-to-face interviews.
Practically, this method provides participants time to ponder their answers before
answering each question, and it decreases the amount of time spent transcribing the
interviews. In addition, hiring someone to transcribe the interviews provides additional
time to analyze the data.
Second, collecting data throughout the entire process provided me with rich
information that would have been missed by just conducting interviews at the end.
Perhaps reviewing feedback along the way and designing and tracking other
interventions to assist teachers would increase the success of the initiative. Researcher
journaling throughout the case study would have provided more reflective data from
which to analyze the findings.

Personal Reflection

During the four-year period that I worked on the school improvement team and
helped design the training sessions, I experienced several revelations and some of my
personal beliefs were reinforced.
Teaching is a difficult profession for a variety of reasons, but the many different
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theories of learning that exist seem to present the most controversy in schools. First of
all, students learn in a variety o f ways; therefore, there is no correct formula for
teaching new concepts. This applies to both high school students and teachers in a staff
development setting. Finding a method of presentation that works for every learner is
impossible, but that seems to be what some schools try to do with staff development
training sessions.
In addition, there is immense pressure on schools to produce students who score
high on standardized tests and are properly prepared for college. This pressure is felt by
both the teachers and the students every day. Therefore, expecting teachers to address
all the learning standards in their content areas and prepare their students for
standardized tests is a daunting task. Additionally, teachers are required to address a
variety o f school improvement initiatives and implement additional concepts into their
classrooms. Teachers are constantly forced to sacrifice portions of their curriculum in
order to address what sometimes amounts to several different school improvement
plans.
Implementing a school improvement initiative across the curriculum looks
different in each content area, but the guidelines of some accreditation plans force the
school to choose a specific, rigid approach to training. Trying to create a method of
implementation that suits the needs of every academic discipline may be impossible.
This creates a conflict which may be irreconcilable.
Finally, I believe that staff development is essential to improving both teacher
knowledge and student learning, but sometimes the history of school improvement days
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promotes a negative attitude among the staff. Many teachers have participated in school
improvement days that had no direct impact on their daily teaching, so they leave the
session bitter about the entire training process. Breaking that cycle is important for
future training.

Summary

This chapter summarized the findings of the study and drew conclusions based
on the research questions. Research Question 1 focused on the design of the training
and the data were summarized identifying the helpful aspects of the training and
detailing the issues the training created across the curriculum. The findings described
teachers’ perceptions o f the training and implementation issues in specific academic
disciplines. Research Question 2 focused on the implementation of the training in the
classroom and the data were summarized by the frequency of writing in the school and
both teacher and student perception of the writing initiative. The findings provided the
following themes: teacher and student attitude toward the initiative and the amount of
writing assigned in class. The conclusions were then presented focusing on the
beneficial aspects o f the initiative and the areas of staff concern about the process. In
addition, I made recommendations for this case which could be helpful for
consideration by schools who are interested in cross-curricular school improvement
initiatives and recommendations to future researchers. The chapter finished by showing
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the additions to the literature made through this case study and with a discussion about
some of my personal thoughts about this staff development project and what I have
learned from this study.
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Exit Slip Style Example for 2004 - 2005
Pleaseanswer thefollowing statements by circling theresponsethat best matchesyour
response. If you wish toprovide additional supportfor a comment or would like to
voicean idea/suggestion/concern, please doso in thespacemarked “COMMENTS”
locatedbeloweachprompt. Thankyoufor taking thetimetofill out this surveyand
give usfeedbackabout your role in theschool improvementprocess.

1. To what extent have the Thinking and Communicating staff development training
sessions helped to support you as a staff member in learnins writins strategies that can
increase student performance?

Strongly

Moderately

Slightly

Not at All

What additional questions do you have or what comments / ideas would you like to
share:

2. To what extent have you as a staff member been imylementins stratesies within the
classroom and giving students feedback regarding the ideas, organization, and
conventions they use within their writing?

Strongly

Moderately

Slightly

Not at All

What additional questions do you have or what comments / ideas would you like to
share:
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Exit Slip Style Example for 2004 - 2005
1.) In this session, we created/identified/discussed our course/subject area goal.

1
not at all

2

3

4
totally

Comments:

2.) In this session, we created/identified our 2nd PAR and incorporated the 3 short/
1 long strategy.

1
not at all

2

3

4
totally

Comments:

3.) The English teacher/facilitator can best help me to help my students with their
writing by

Any other thoughts or concerns:

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

APPENDIX B
THREE STRANDS OF THE
WRITE TRAITS RUBRIC

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

178
W rite Traits R ubric for Cognitive Goal
Ideas

O rganization

Conventions

6

6

6

Q

Clear, focused, com pelling -

h o ld ’s reader’s attention.

Q
Striking insight, in-depth
understanding o f topic.
Q
Takes reader on a journey o f
understanding.
Q
Satisfyingly rich with significant,
intriguing details.

U

Thoughtful structure through text.

Q

D esign sm oothly em bedded in text-never
too obvious.

Q

Satisfying, w ell-crafted transitions.

Q
U nforgettable opening-enlightening,
provocative conclusion.

Q

Enticing layout.

Q
5

V irtually ready to publish.

U

C lear and focused throughout.

Q

O rder w orks w ell w ith topic, purpose.

Strong m ain idea, thesis, o r story

Q

Structure evident, but not overpow ering.

Q

M ain ideas, turning points stand out.

U
A uthentic, convincing, based on
research, experience.

Q
Conventions cleverly applied to
bring out m eaning.
Q
C om plexity o f text lets w riter
show case a wide range o f conventionssem icolons, ellipses, dashes, italics, etc.

Q
line.

O nly the pickiest editors will spot

Q
Structure enhances read er’s understanding,
enjoym ent o f the topic.

5

5

Q
errors.

Q
Strong lead, appropriate sense o f closure
that “feels right”.

Q
M inor errors that are easily
overlooked.
Q

T ext appears edited, proofed.

Q
Sufficient com plexity to show off
m any conventions.

Q

Q
M ain idea expanded, well
supported by detail, evidence.

Q

4

4

CJ

O rder functional-reader never feels lost.

[—
]

Q
Q

Structure supportive-occasionally
predictable.

Q
Q

Functional lead and conclusion.

U

3

3

3

Q

Som e out-of-place inform ation-needs re
ordering.

Q

N oticeable, distracting errors that
m ay affect m eaning.

Re-reading som etim es required to follow
thought or story line.

Q

Errors even on basics: periods,
sim ple spelling, cap’s, etc.

Q

Q
Ql

C lear and focused m ore often
than not.
Identifiable m ain topic, thesis,
story line.
Q uality detail outw eighs
generalities, filler.

Clear, focused m om ents
overshadow ed by fuzzy,
underdeveloped, ram bling text.

Q

Main concept, thesis, story line
can still be inferred w ith careful reading.

Q

G eneralities and filler outweigh

quality detail.

2
U

Strong, thoughtful transitions.

Pleasing layout.

Q Ready to publish with minor touch-ups.
4

Transitions present-usually helpful.

Lead and conclusion attem pted-one or
both need work.

□
N o tic e ab le , b u t m in o r errors th a t
d o n o t o b scu re m eaning.
□
R ea d a b le -b u t la c k s c lo se atte n tio n
to co n v en tio n s.
□
B asic s (e .g ., p e rio d s, c a p ’s, sim ple
s p ellin g ) a re O K .
□
S o m e errors o n d iffic u lt spelling,
u sa g e , p u n c tu a tio n , etc.
□
A c ce p ta b le layout.
□
A g o o d o n c e-o v er n eed ed

U
U

M ore attention to layout needed.

Q

Thorough, careful editing required
for publication.

2
[-)

2
Q

T ransitions unclear or too formulaic,
predictable.

A hint o f a thesis or story line to
com e (just a glimmer).

Flard to follow -even w ith m uch effort.
M uch re-ordering needed.

Predom inantly fuzzy, confusing,
loosely focused.

Q

Lead and/or conclusion m issing or
formulaic.

Q

Factlets and tidbits w ander in
search o f m ain idea.

LU

1
U

1

1

□
D isjo in te d list/c o lle ctio n o f d etails,
events.
□
N o “b ig p ic tu re ” -n o th in g g o e s w ith
a n y th in g else.
□
N o real le a d o r c o n c lu sio n -it ju s t beg in s,
it ju s t stops.
□
T ran sitio n s n o t a ttem pted.
□
N o re c o g n iz ab le stru ctu re.

□
S erious, freq u e n t e rro rs m a k e
re a d in g all b u t im possible.
□
E v e n p atien t, a tte n tiv e re a d e r’s
struggle.
E rro rs o b sc u re m e a n in g , p u t up
ro a d blo ck s.
E x ten siv e , w o rd -b y -w o rd editin g
re q u ire d fo r p ub licatio n .

N otes and random thoughts hastily
assem bled.

Q
Q

Reader can only guess at m eaning.

M ain idea as yet unknow n, even to
the writer.

[-]

T ransitions often unclear o r m issing.

N oticeable, frequent, distracting

errors.

Q
Q
U

N um erous errors even on basics.
Limited attention to layout.

Line-by-line editing required to
prepare text for publication.

□
□
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Written Interview Questions for Teachers
Pleaseanswer thefollowing questions andemail meyour responsebefore our
scheduledinterview. Pleaseanswer thesequestions honestly andopenly. Remember
your responses will bekept anonymous andyour identity asaparticipant will bekept
confidential. By replying to thesequestionsyougiveyour consent to beincludedin the
study, but you may withdrawat any time.

1. What did you think of the writing staff development over the last two years?
2. Tell me a good story about your experience with the writing staff development
over the last two years?
3. Tell me a bad story about your experience with the writing staff development
over the last two years?
4. Please describe any staff development activities that you perceived as helpful in
the implementation the cross-curriculum writing initiative?
5. What extent was the training helpful in implementing writing strategies within
your curriculum?
6. How did the design of staff development increase your knowledge of instructing
and providing feedback on student writing within your curriculum?
7. Through time (over the 2 years of training), how did the design of the staff
development sessions change your attitude about teaching writing in the
classroom?
8. What writing strategies did you use the most in your classroom?
9. What writing strategies have been most and least effective in the classroom?
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Written Interview Questions for Students
Pleaseanswer thefollowing questions andemail meyour responsebefore our
scheduledinterview. Pleaseanswer thesequestions honestlyandopenly. Remember
your responses will bekept anonymous andyour identity asaparticipant will bekept
confidential. By replying to thesequestionsyougiveyour consent to beincludedin the
study, but you maywithdrawat any time.

1. Please state your name and year in school.
2. Please list your teachers from last school year.
3. Tell me about your writing the last two years.
4. How has your writing changed during the last two years (done more, less,
improved, stayed the same, etc.)?
5. Please describe any writing strategies you utilized the last two years (PAR, 3short and 1 long, etc.).
6. Through time, did writing in all subjects change your attitude about writing
outside the English classroom?
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Types of Semistructured Interview
Questions for Teachers
The interviews with the teachers used questions similar to the following list, but
allowed me to respond to any new ideas as they emerged during the interview.

1. What are your feelings about using the writing strategies next year?

2. What change, if any, have you noticed in student writing over the past two
years?
3. What change, if any, have you noticed in students’ attitude about writing over
the past two years?
4. How has your confidence changed with teaching and assessing writing?

5. Anything else to add?
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Types of Semistructured Interview
Questions for Students
The interviews with the students used questions similar to the following list, but
allowed me to respond to any new ideas as they emerged during the interview.

1. What were your teachers’ attitudes about assigning writing outside of English?

2. Which of your teachers gave you feedback on the quality of your writing?

3. How has your confidence changed about your writing?

4. Tell me a good story about writing in school.

5. Tell me a bad story about writing in school.

6. Anything else to add?
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INFO R M ED CONSENT FORM FOR PARTICIPANTS OVER 18

You are invited to participate in a dissertation study titled TheImplementationofStaff
Development onaMidwesternSuburbanHighSchool: DesigningandImplementingaCrossCurriculumWritingInitiative- aQualitative CaseStudybeing conducted by Matthew
Ruckoldt, a teacher at m U M H H I H H and a doctoral student at Northern Illinois
University. This study has been approved by building administration at |

Why are we doing this study?

The purpose of this study is to describe the role the design of staff development plays in the
implementation of a writing across the curriculum initiative in the classroom. The research will
focus on the design of the training for the teachers and the impact the implementation has on the
students.
How much time will you have to commit?

Your participation in this study will be limited to one interview at the end of this school year or
over the summer that will last approximately thirty minutes. You will be asked to meet with the
researcher during your free period, after school or a designated time during the summer. These
meetings will be one-on-one sessions with the researcher.
What types of questions will I be asked?

You will be asked questions centered around your experience with staff development over the
last two years. The questions will ask about your experience with the staff development
activities and the writing strategies that you implemented in your classroom.
How will I benefit from this study? How will others benefit from this study?

The benefits you may personally receive from participating in this study are an increased
awareness of how both you and your students learn and how staff development strategies impact
your ability to provide feedback on student writing and determine which writing strategies
helped write more clearly. In addition, your participation will add to the research on staff
development and provide data that may guide future school improvement initiatives.
Are there any risks?

The only foreseeable risk and/or discomfort you could potentially experience during this study
comes from answering one on one questions with the researcher whom you may not be familiar
with. Meetings with the researcher will usually take place in a windowed room in the school
library or other school conference rooms, providing a public place to meet with enough privacy
to allow for private conversation.

What should I do if I experience a negative reaction?

In the event of a research-related medical emergency or if you should experience an adverse
reaction as the result of participation in this study, please immediately contact Matthew
Ruckoldt at
If you experience any negative reactions during participation at
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school, student services personnel (guidance counselors, social workers, and the school nurse)
are available for immediate assistance.
Although Northern Illinois University does not provide for compensation for treatment of any
injuries that may result from participation in research activities, this should not be construed as
a waiver of any legal rights or redress you might have as a result of participation in this study.
What will be done with the information collected for this study?

Information obtained during this study will be published in a dissertation and may be published
in educational journals or presented at educational meetings, but any information that could
identify you will be kept strictly confidential. Participants in the study will be given
pseudonyms, and the identity of the school itself will remain confidential.
Do I have to participate?

Participation in this study is voluntary. Your decision whether or not to participate will not
negatively affect you. You will be asked to indicate individual assent to be involved
immediately prior to participation, and you will be free to withdraw from participation at any
time without penalty or prejudice.
Who do I call with questions?

Any questions about the study should be addressed to:
Matthew Ruckoldt

Dr. Rhonda Robinson
Dept, of Educational Technology, Research, and
Assessment
Northern Illinois University
DeKalb, IL 60115
(815) 753-9323
rrobinson@niu. edu

If you wish further information regarding your rights as a research subject, you may contact the
Office of Research Compliance at Northern Illinois University at (815) 753-8588.
I agree to participate in this research study and acknowledge that I have received a copy of this
consent form.

Signature of Participant

Date

I consent to be digitally recorded during interviews.

Signature of Participant
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CO N SENT FO RM FO R PA RENTS/G UARDIANS OF M INORS

Your child is invited to participate in a dissertation study titled TheImplementationofStaff
Development onaMidwesternSuburbanHighSchool: DesigningandImplementingaCrossCurriculumWritingInitiative- aQualitative CaseStudybeing conducted by Matthew
Ruckoldt, a teacher at H H H B I H H H I H I and a doctoral student at Northern Illinois
University. This study has been approved by building administration at |

Why are we doing this study?

The purpose of this study is to describe the role the design of staff development plays in the
implementation of a writing across the curriculum initiative in the classroom. The research will
focus on the design of the training for the teachers and the impact the implementation has on the
students.
How much time will my child have to spend?

Your child’s participation in this study will be limited to one interview at the end of this school
year or over the summer. He or she will be asked to meet with the researcher during his/her
lunch hour or study hall during the school day or we will arrange a time during the summer to
meet at the school. These meetings will be one-on-one sessions with the researcher.
What types of questions will my child be asked?

Your child will be asked questions centered around their experience with writing throughout the
curriculum over the last two years. The questions will ask them to reflect on their experience
and the types of strategies they implemented within their own writing.
How will my child benefit from this study? How will others benefit from this study?

The benefits your child may personally receive from participating in this study are an increased
awareness of how he or she learns and how new writing strategies impact their ability to write
more clearly. Understanding the strategies that increase a student’s ability to develop quality
writing pieces will benefit him or her in future high school courses as well as in college. In
addition, your child’s participation will add to the research on staff development and provide
data that will allow future school improvement initiatives to become more effective.
Are there any risks?

The only foreseeable risk and/or discomfort your child could potentially experience during this
study comes from answering one on one questions with the researcher whom they are not
familiar with. Student meetings with the researcher will usually take place in a windowed room
in the school library or other school conference rooms, providing a public place to meet with

enough privacy to allow for private conversation.
What should I do if my child experiences a negative reaction?

In the event of a research-related medical emergency or if your child should experience an
adverse reaction as the result of participation in this study, please immediately contact Matthew
Ruckoldt at
If y°ur son or daughter experiences any negative reactions during
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participation at school, student services personnel (guidance counselors, social workers, and the
school nurse) are available for immediate assistance.
Although Northern Illinois University does not provide for compensation for treatment of any
injuries that may result from participation in research activities, this should not be construed as
a waiver of any legal rights or redress you or your child might have as a result of participation
in this study.
What will be done with the information collected for this study?

Information obtained during this study will be published in a dissertation and may be published
in educational journals or presented at educational meetings, but any information that could
identify your child will be kept strictly confidential. Participants in the study will be given
pseudonyms, and the identity of the school itself will remain confidential.
Does my son or daughter have to participate?

Participation in this study is voluntary. Your decision whether or not to allow your child, as
well as his or her assent to participate will not negatively affect you or your child. Your child
will be asked to indicate individual assent to be involved immediately prior to participation, and
will be free to withdraw from participation at any time without penalty or prejudice.
Who do I call with questions?

Any questions about the study should be addressed to:
Matthew Ruckoldt

Dr. Rhonda Robinson
Dept, of Educational Technology, Research, and
Assessment
Northern Illinois University
DeKalb, IL 60115
(815) 753-9323
rrobinson@niu.edu

If you wish further information regarding your rights or your child’s rights as a research subject,
you may contact the Office of Research Compliance at Northern Illinois University at (815)
753-8588.
I agree to allow my child to participate in this research study and acknowledge that I have
received a copy of this consent form.

Signature of Parent/Guardian

Date

I consent for my child to be digitally recorded during interviews.

Signature of Parent/Guardian
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Teacher Profile Questionnaire

Directions: In order to provide a rich description of each teacher participant for my
study, I need to solicit some personal information and opinions from you. Please
answer each question as open and honestly as possible. Remember that all of your
answers will remain anonymous.

1. How many years have you been teaching?

2. How do you think the students perceive you?

3. How do you think the staff perceives you?

4. What is your view of staff development?
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Teacher and Student Interviews
Coding Categories
Original Codes
1. rubric
2. use of PAR
3. training
4. cross curricular
5. continue to use
6. strategies
7. teacher confidence
8. implementation
9. student perception
10. student reaction
11. student attitude
12. teacher attitude
13. writing improvement
14. student confidence
15. design of training
16. accountability
17. training make-up
18. consistency
19. dislike training
20. due dates
21. change difficult
22. PAR in all classes
23. writing feedback
24. amount of writing decrease
25. amount of writing increase
26. weird in some classes
27. used strategies
28. taught strategies

Themes Emerged from Codes
1. over-all assessment
2. teacher confidence
3. continue to use strategies
4. student attitude
5. consistency
6. fit within curriculum
7. cross-curricular
8. teacher attitude
9. writing improved
10. student confidence
11. amount of writing
12. design of sessions
13. writing strategies
14. rubric
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Teacher and Student Interviews
Coding Categories

To illustrate the process of collapsing categories to create codes, the following
example for the theme “student attitude” is provided. After generating the list of
original codes, I moved interview responses under each code to evaluate its use. During
that process, I noticed that there were many categories that overlapped; therefore, some
of the interview responses seemed to fit under a variety of categories. The categories
labeled “student perception,” “student reaction,” “student attitude,” and “weird in some
classes” seemed to overlap. Subsequently, I collapsed those four categories into a
single theme and labeled it “student attitude.” I then assigned the corresponding
interview data under this theme. A more detailed description of my data analysis
procedure is located in Chapter 3.
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Thinking and Communicating Facilitation Guide
September 17, 2004
T im e
10
Min.

P u rp o se
Orientation

•

•

20
Min.

Explanation
and Reflection

A ctivity
Introduce the scope, sequence, and goals for training.
o Familiarize staff with rubric.
o Help staff improve their practice of teaching
writing.
Explain this year’s expectations and responsibilities.

o

Over first semester teachers will create a
unit which they are going to measure their
students’ learning through writing. (A
Writing Assessment)

o

Second semester teachers will implement
the unit with the writing assessment, assess
the writing, and share findings with their
colleagues.

o

At the end of the year, we will individually
establish writing goals for the following
year.

•

Go over agenda for September 17th.

•

Give students a writing assignment.
o Prompt: Write a letter about the mobiles,
o You will have 10 minutes to complete this
assignment,
o Go around and collect the letters,
o At the end, explain to the staff how they would have
been assessed. We are assessing you on the
following:
• Is it organized?
• Is it error free in grammar and
spelling?
• Have you given your main idea
enough support?
• Will it persuade the community to
build an addition onto SCN?

•

In table groups, participants w ill discuss:

o
o

•
•
•

Frustrations from the student perspective,
What would have made this writing assignment
easier for them to successfully complete.
Five tables will report out their frustrations.
Five tables will report out an improvement strategy.
Facilitators will sort and record frustrations according to
Process and P.A.R.
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20
Min.

Explanation &
Reflection

•

Facilitators will explain that this was an exaggerated
experience. Thanks for participating.

•

Introduce P.A.R. as it is pulled from the UbD GRASP
model. Point out which of the frustrations we collected
will be addressed by P.A.R.
When discussing role be sure to mention that the role
doesn’t have to be a character type or occupation. It can
be a personality trait like from a skeptical perspective.
Show poster and LCD
Have teachers reflect on how they naturally use P.A.R.
in their own writing as well as in their classrooms
Responses will be in writing and collected.
Share reflections with tablemates.
Any comments about P.A.R.

•

•
•
•
•
•
15
Min.

Explanation &
Application

•
•

•
•
10
Min.

Closure

•
•
•
•

Show model of P.A.R. assignment, (pages 7 & 8 in
packet)
Point out resources in packet
o Verb Lists
o Sample Assignments
Table groups will then revise the mobile assignment on
flips.
Hang on wall and do a gallery walk during a stretch
break.
Small action: Try to create and implement a small (a
paragraph) assignment using P.A.R.
There is no need to grade this.
Bring assignment and a couple student samples to
October training.
Ticket-Out-The-Door: 3-2-1
o Three things you’ve realized or affirmed
about your practice,
o Two questions you have about P.A.R or the
training,
o One feeling or comment,
o An additional example of a P.A.R.
assignment you have or will do in your
classroom.

75
Min.
10
Min.

•
•

(If
time.)

•

Show them the lists of sample writing assignments in
their packet that are organized by purpose.
Groups will then have 10 minutes to brainstorm
additional P.A.R. assignments.
Collect brainstormed ideas to have typed and posted.
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